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S U M M A R Y
This thesis reports  on the evaluation of d epartm en ta l resource cen tres  in 
higher education in G rea t B ritain . The aims of the  p ro jec t were to:
(a) evaluate  th e  educational significance of dep artm en ta l resource cen tre s ,
(b) help in the  estab lishm ent of a resource cen tre ,
(c) assess th e  e ffec tiv en ess  of Six C ategory  In tervention  Analysis applied to  
in terview ing,
(d) synthesise the  concept of educational evaluation , and
(e) conceptualise departm en ta l resource cen tres .
The li te ra tu re  review  considers educational technology, educational 
innovations with p articu la r re ference  to  d epartm en ta l resource cen tre s  and 
evaluation itse lf .
The evaluation resu lts  are  reported  through accounts of two case studies 
and a national survey of d epartm en ta l resource cen tre s . In the main these  
showed th a t d epartm en ta l resource cen tres  a re  a means of augm enting th e  
d ep artm en ts’ teaching  and learning as well as of c rea tin g  opportunities for fu rth e r 
grow th of individuals and of departm en ts: they con tribu te  to  studen ts becom ing 
m ore se lf-d irec ted  learners and to s ta f f  becom ing m ore com peten t professionals.
The developm ent of a prelim inary  schem e for a d epartm en ta l resource 
c en tre  is docum ented; this showed th a t for a d epartm en t which m akes ex tensive 
use of resources someone in a fu lltim e cap ac ity  is desirable and th a t  for the  
volum e of resources involved the  best way to  approach the cataloguing is through 
au tom ated  m eans.
The application of Six C ategory  In tervention  Analysis suggests th a t 
researches who use the  in terview  technique should be tra ined  in th is pow erful skill.
A synthesis of evaluation , which is w ithin the  fram ew ork of th e  illum inative 
approach, is developed to resolve some of the  con trad ic tions betw een the  
trad itiona l and innovative approaches.
Finally the concep t of ’’d epartm en ta l resource c e n tre ” is fo rm ulated  in 
te rm s of the functions of evaluation as se t out in the  synthesis. It proposes a 
new definition to  overcom e the  shortcom ings of previous work and places equal 
em phasis on the  provision of physical resources and th e  involvem ent of the  human 
resources. The general tendencies, functionings and p articu la ritie s  of d ep a rtm en ta l 
resource cen tres  a re  also presen ted .
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INTRODUCTORY REMARKS
This thesis repo rts  on the evaluation  of d ep a rtm en ta l resource  c e n tre s  in higher 
education  institu tions in the  United Kingdom. These in troductory  rem arks aim 
a t explaining the h istory  of the  p ro jec t, its  aim s, the way in which the  m ateria l 
is p resen ted  in the  thesis and ends with a few explanatory  notes.
THE HISTORY OF THE PROJECT
The evaluation  study was conducted a t the  D epartm en t of Educational Studies 
of the U niversity  of Surrey. In th e  early  days of reading the  re levan t li te ra tu re , 
it becam e fa irly  c lea r th a t although th e re  was a considerably am ount of lite ra tu re
on resource cen tre s  developed a t the  in stitu tional level, including cen tres  in
schools, colleges of education , polytechnics and un iversities, research  w orkers 
had not given much a tten tio n  to the  sub ject of resource cen tre s  developed w ithin 
subject dep artm en ts  in higher education .
M oreover, d epartm en ta l cen tres  w ere in itia lly  developed in the  early  1970s and 
th e re  was l i t t le  tangible evidence as to  w hether the  services rendered  by these  
cen tres  w ere being recognised by partic ipa ting  s ta f f  and studen ts.
The p ro jec t began by exam ining the  availab le l i te ra tu re  both on resource cen tres  
and on program m e evaluation . It was decided to  co n ce n tra te  the  evaluation  
study on a num ber of case studies and on a national survey.
Work was then begun in negotiating  arrangem ents  for the  evaluation  of tw o 
d ep artm en ta l resource cen tres  making use of personal co n tac ts . At the  sam e 
tim e inform ation  was sought on the  ex istence  of dep artm en ta l resource cen tre s
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in higher education  throughout the  country . Throughout th is tim e studies of 
the re lev an t l i te ra tu re  continued.
A third case study was developed w ithin the  D epartm en t of Educational Studies 
a t th e  U niversity  of Surrey, with th e  in tention of developing a resource c e n tre  
for the  D ep artm en t.
The work was evenly d istribu ted  among all these a c tiv itie s . There w ere, how ever, 
periods of tim e when one or o ther ac tiv ity  dem anded to ta l co n cen tra tion , for 
exam ple, the  tw o case studies outside th e  university  were conducted through 
several week long visits to  the cen tres .
As the review  of lite ra tu re  continued and the case studies progressed, su ffic ien t 
m ateria l was gathered  for the  p reparation  of a questionnaire for the  purposes 
of the  national survey. A d ra ft of the  questionnaire was discussed w ith a 
number of people in charge of cen tre s  before th e  final version was sen t ou t. 
This went to n inety  th ree  d epartm en ta l c en tre s  which had been iden tified  via 
the  lite ra tu re , personal con tac ts  and correspondence.
RESEARCH AIMS
As the  research  progressed the aims of the p ro jec t developed and ’m a tu red ’ to  
the  ex ten t th a t additional aims w ere incorporated  into it .  For exam ple, and 
although this p ro jec t followed the Illum inative approach, the study of th e  li te ra tu re  
on educational evaluation highlighted the  fa c t th a t th e re  w ere a t  le a s t tw o 
con trasting  approaches. T herefore th e re  appeared  a need for the  w rite r to  
c larify  for h im self the  meaning of the  concep t. A sim ilar s itua tion  arose in 
regard to  th e  li te ra tu re  on educational technology, from which th e re  appeared  
to be th ree  d is tin c t approaches. H ere again th e re  was a need to  look in m ore 
de ta il a t  the  m eaning o f the concep t. The analysis of the  re lev an t l i te ra tu re  
as well as the  inform ation  gathered  in th e  th re e  case studies and th e  national 
survey provided su ffic ien t inform ation for th e  form ulation of the  concep t of a 
resource c en tre  a t  departm en ta l level.
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The m ethodology em ployed during the p ro jec t and particu la rly  in carrying out 
the  case studies relied  considerably on the technique of personal in terview s for 
the  gathering  of opinions, although an extensive consultation  of the  specia lis t 
l i te ra tu re  gave l i t t le  evidence on the  m anner of conducting in terv iew s. H ere 
th e re  appeared  ano ther aim for the  p ro jec t, th a t of applying to  interview ing th e  
th e o re tic a l fram ew ork for in terpersonal com m unication provided by the  Six 
C ategory  In tervention  Analysis developed by the  Human P o ten tia l R esearch 
P ro jec t a t  the  U niversity  of Surrey.
In sum m ary the  general and ’m a tu red ’ aim s of the  research  p ro jec t w ere as follows:
-  to  eva lua te  the  educational significance of d epartm en ta l resource cen tre s  
through case studies and a national survey.
- to  help in the  estab lishm ent of a resource cen tre  a t  the  D epartm en t of 
Educational Studies, U niversity  of Surrey.
-  to  assess the  effec tiv en ess  of Six C ategory  In tervention  Analysis applied 
to  case study research  in terview ing.
- to  synthesise, on the  basis of the inform ation ga thered , the  concep t of 
educational evaluation .
-  to  concep tualise , on the basis of both the evaluation synthesis and th e  
inform ation  gathered , th e  serv ices rendered by d ep artm en ta l resource 
c en tre s .
ORGANISATION OF THESIS CONTENTS
Organising the  m ateria ls  for p resen ta tion  was no easy task . Several flow ch arts  
w ere a tte m p te d  in order to  re f le c t as c learly  as possible the  and re-feed ing  as 
well as the  influence of each d istinc t section  of the  research  upon the  o th e rs . 
A fter ca re fu l consideration it was decided to approach the p resen ta tio n  of the 
m ateria l was as ind icated  in the ch a rt overleaf.
FIGURE 0.1: O rganisation of m a te ria l in thesis.
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N.B. The lines and arrow s ind icate  how the  particu la r work repo rted  in each 
of th e  chap ters  influenced the reporting  in o ther chap ters.
As can be seen from  the  c h a rt, the way in which the research  is repo rted  does 
not necessarily  follows the  sequence in which it was carried  out. This re f le c ts  
the com plexities of the work conducted. R ather than presenting the  m a te ria l 
chronologically, the thesis p resen ts each section  as an end product, taking into 
consideration the  in te rre la tions  betw een chap ters .
A fter th is general in troduction  the thesis is divided into four m ajor parts  under 
th e  following headings:
PART I: EXISTING KNOWLEDGE: The lite ra tu re  review .
PART II: RESEARCH METHODOLOGY: How the research  was
conducted.
PART III: RESEARCH RESULTS: What research  was conducted .
PART IV: RESEARCH CONCLUSIONS: The form ulation of concep ts.
The thesis is concluded with a sum m ary of the  main conclusions p resen ted  in 
each ch ap te r, to g e th er with subsidiary m ateria l in the  form  of appendices, 
including the  re fe ren ces .
PREVIEW OF THESIS CONTENTS
P art I, which co n cen tra te s  on the  li te ra tu re  review , com prises th ree  chap ters  
each of which reviews a p articu la r asp ec t of education . The f irs t ch ap te r 
considers the  meaning of educational technology. A la rge am ount of the
lite ra tu re  concerning resource cen tres  was found in various journals of educational 
technology and th e re  appeared a need for personal c la rifica tio n  of the  concep t. 
A fter review ing the  developm ent of educational technology it is concluded th a t 
there  a re  th re e  major trends. The au thor favoured th e  m ost rece n t developm ent 
— the problem  cen tred  approach.
In ch ap ter 2, th e  lite ra tu re  review  moves on to  consider educational innovation in 
a wide co n tex t so as to  place the particu la r innovation of resource cen tre s  w ithin 
departm en ts  into its  proper co n tex t. A fte r considering the various innovations 
it is concluded th a t d epartm en ta l resource cen tre s  have received  li ttle  a tte n tio n  
from educational researchers and th a t such cen tre s  are  a p a rticu la r type of 
innovation which has gained a sign ifican t degree of in stitu tionalisa tion  in the  
d epartm en ts  w here they have been developed.
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In ch ap te r 3, th e  li te ra tu re  review  considers the sub ject of educational evaluation , 
which is classified  into th ree  m ajor periods, bu t w ith two opposing poles —  the  
trad itional and the  innovative approaches. The ch ap ter also reviews the  several 
a ttem p ts  m ade by various au thors to  classify  several types of evaluation and to  
com prom ise betw een the  two poles. The ch ap ter concludes th a t, although the  
innovative approach provides the th e o re tic a l fram ew ork for the evaluation study 
reported  in th is thesis, it does not resolve th e  con trad ic tion  with its  opposing 
trad itional approach. This m otivated  the  w rite r to  produce his own synthesis 
of the  concept of educational evaluation in order to  c la rify , or resolve, for 
him self th a t con trad ic tion .
P a rt II begins (chap ter 4) w ith' a descrip tion  of th e  methodology em ployed during 
the research  study. This followed the  basic ideas developed by the innovative 
approach and in p articu la r by the  illum inative approach to  evaluation . It 
describes the ra tionale  behind the p ro jec t as well as the  techniques used. One 
of those m ore extensively  used was th a t of in terview ing, and the  following ch ap te r 
(chapter 5) reports  on the application of a p articu la r theory  for in terpersonal 
com m unication skills to  the conduct of in terv iew s. The ch ap ter co n cen tra te s  
on presenting th e  kind of situations encountered  in in terview s in which the  
th eo re tic a l fram ew ork is particu larly  useful. A fter reviewing the  main prem ises 
of Six C ategory  In tervention  Analysis, th e re  is an assessm ent of the e ffec tiv en ess  
of the  approach as applied in in terview ing.
P art III co n cen tra te s  on the reporting  of the  evaluation study of dep artm en ta l 
resource c en tre s . It begins (chap ter 6) by presenting the resu lts  of th e  evaluation  
of the  f ir s t  c e n tre , which was developed in a Biology D epartm en t. C hap ter 7 
reports on th e  second case study, a c en tre  in a C hem istry  D epartm en t. The 
stru c tu re s  of both reports are  sim ilar and each includes a  b rie f background 
descrip tion of th e  cen tres , the ir organisation , the  e x te n t of s tuden t use, and the  
perceptions of those partic ipa ting  —  s ta f f  and studen ts.
On the basis of the  inform ation ga thered  through th e  case studies and the  review  
of th e  li te ra tu re , a  questionnaire for a national survey was prepared , p ilo ted  and 
d istribu ted  to  n inety  th ree  d epartm en ta l c en tre s . C hap ter 8 contains an analysis 
of the responses. It also considers four m ajor areas of the  c e n tre s ’ ac tiv itie s : 
the ir o rganisation , the sort of m a teria ls  kept in them , the  ex ten t of support
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from  various qu arte rs  w ithin and w ithout th e  departm en t they enjoy and the  
ex ten t of feedback  and evaluation a c tiv itie s  perform ed in the  cen tre s . F urther 
sections in the  ch ap te r include re levan t inform ation concerning personnel in 
charge of c en tre s , and general com m ents on the natu re  of the  questionnaire- 
survey.
C hap ter 9 describes w hat was done to  se t up a resource cen tre  a t th e  D epartm ent 
of Educational Studies, U niversity of Surrey. One of the  ob jectives of th is case 
study was to  te s t  the em erging model of w hat a d epartm en ta l c en tre  should be, 
including its  stages of developm ent. The repo rt covers th e  period until a 
prelim inary  schem e had been evolved for the  cen tre  and was ready to  be followed 
by a m ajor p ro jec t. The report includes the background to the  schem e; the 
main body of proposals for se ttin g  up th e  d epartm en ta l c en tre ; the  provision of 
details about the  prelim inary schem e; and a sum m ary of the  main conclusions 
and recom m endations.
P a rt IV p resen ts the m ajor conclusions of the  evaluation study on the  two areas 
of m ajor concern : on evaluation itse lf  and on the subjects of th e  evaluation .
Regarding evaluation , ch ap ter 10 p resen ts  the  au th o r’s synthesis which resolved, 
in his mind, the  m ajor con trad ic tions concerning the  polarity  of concep tualisa tions 
about evaluation . So far as the resource cen tres  a re  concerned , ch ap te r 11 
p resen t a concep tualisation  in te rm s of its aim s, functions, com ponents, 
organisation and in te rre la tio n s  w ith o the r system s.
EXPLANATORY NOTES
The expression 'learning resou rces ' is frequen tly  used in this thesis and resources 
and m ateria ls  are  used as synonyms. By ’resources ' is m eant anything which, 
under ce rta in  c ircum stances, is m ade availab le  for consultation  or use.
The sty le  of w riting employs two gram m atica l form s, one for th e  m ajority  of 
chap ters  which repo rt on in te rre la tio n s  and fa c ts  in the passive voice; while 
when describing personal experien tia l situa tions, the  f irs t person is em ployed.
A nother m a tte r  is the use of m asculine gender all the  tim e. This is avoided by 
the  use of th e  plural which, although s tr ic tly  ungram m atical, is the  m ost com mon 
device. The au thor hopes th a t its  ex tensive use will m ake it acc ep tab le .
PART I: LITERATURE REVIEW
CHAPTER 1: THE DEVELOPMENT OF EDUCATIONAL
INNOVATIONS
CHAPTER 2: EDUCATIONAL INNOVATIONS AND THE
DEPARTMENTAL RESOURCE CENTRE
CHAPTER 3: PROGRAMME EVALUATION
P a rt I exam ines th e  existing knowledge in the  field of educational innovations 
in general and dep artm en ta l resource cen tres  in particu la r: ch ap te r 1 tra c e s
the  origins and em ergence of educational developm ent; ch ap te r 2 analyses 
educational innivations s ta rtin g  with a review  of the  in te rna tional scene and then  
it moves to  the  British con tex t, developm ents in schools and higher education , 
nex t it considers educational innovations w ith p articu la r re fe ren c e  to  the  
d ep artm en ta l resource cen tre ; ch ap ter 3 review s the  li te ra tu re  on program m e 
evaluation beginning with an analysis of th re e  periods in the developm ent of 
evaluation and then presenting several c lassifica tions of evaluation .
C H A P T E R  1
THE DEVELOPMENT OF EDUCATIONAL INNOVATIONS 
INTRODUCTION
For the last few  decades the  use of new learning resources has been on the  
increase; for exam ple, tape-reco rded  m ilitary  in struc tion  in th e  1940s; ’T groups’ 
in M anagem ent Education in the  1950s, sy stem atic  Curriculum  D evelopm ent since 
the 1960s; grow th o f group teaching m ethods and of individualised learning in 
the 1960s, 1970s and onwards; developm ent of d istance learning in th e  1980s; 
e tc . The increase in such learning resources has been so ex tensive th a t teach ing  
and learning m ethods have had to  be modified and developed so th a t ”a given 
course is not longer adequately  described by its  syllabus but also by th e  m ethods 
em ployed” (Servant and N orton 1976:17).
The resources a re  em ployed in a varie ty  of s itua tions such as in th e  le c tu re  
room , in specially  se t up room s, in the  cen tra l lib rary , in a po rtab le  form  so 
th a t studen ts  can tak e  them  home, e tc . The m ajority  of these  uses rep resen t 
a trend  which is changing the  em phasis from  d irec t te ach e r in struc tion  tow ards 
m ore individualised and partic ip a tiv e  learning.
There is considerable l i te ra tu re  which repo rts  on the  developm ents, app lications 
of and research  in to  learning resources; for exam ple, P erciva l (1978) alone 
reports  on 141 experim en tal studies in the period from  1964 to  1976. There 
are  authors who argue th a t all th is work and research  has not provided genera l 
conclusions. To this e f fe c t Form an and Chapm an (1979:37) have argued th a t  so
fa r a s 're s e a rc h  into teaching  and learning is concerned " there  has been a  lo t of
ac tiv ity , many dead ends and, as ye t, l i t tie  pay off".
The m ajor p a rt of the  lite ra tu re  appears in journals, books, proceedings of
conferences re la ted  to  educational technology, and in education sub ject journals
such as Physics Education, C hem istry  in B ritain , M edical Education, The 
Psychologist, and the  Journal of Biological Education. This suggested a need 
to  exam ine th e  m eaning of educational technology and its relationships w ith w hat 
p rac titio n ers  had reported  in the  sub ject periodicals. Accordingly, the  reporting  
of the  published li te ra tu re  is divided into two ch ap ters . This ch ap ter a tte m p ts  
to  exam ine th e  meaning of educational technology. C hap ter 2 repo rts  on 
innovations, with p articu la r re fe ren ce  to those developed a t the  d epartm en ta l 
level.
The review  is p resen ted  in the order researched  for two reasons. The f irs t is 
th a t some authors expound the  view th a t the te rm  'educational technology ' is 
confusing, has not properly been defined, and is m isunderstood by the  m ajority  
of p rac titio n e rs . H ence, the f irs t section  of the  ch ap ter reports on th ese  views. 
The second reason is th a t some authors appear to  insinuate th a t 'educational 
technology ' is a so rt of m agic wand which can solve alm ost any problem  in 
education . The second section  th e re fo re  co n cen tra te s  on the  expec ta tions 
c rea ted  by 'educational technology '.
The differing  views expressed in the  lite ra tu re  tended to  confuse and a search  
for definitions did not lead to c la rif ic a tio n . It becam e c lear th a t th e re  was a 
need to  exam ine th e  concep t in m ore d e ta il. H ence the  following section  tra c e s  
the  developm ent of educational technology in order to  in troduce an h isto rica l 
perspective  including its  relationships w ith developm ents w ithin socie ty  in genera l 
and with o ther aspects  of education in particu la r.
The ch ap te r continues w ith a review  of recen t a tte m p ts  to  concep tualise  
educational technology. Some of th e  im plications of th e  app lication  of 
educational technology are  p resen ted  and, finally, a discussion of the  m a te ria l 
p resented  is in troduced toge ther with some te n ta tiv e  conclusions.
EDUCATIONAL TECHNOLOGY: a confusing te rm ?
The e lem en ts  of confusion about educational technology fall into four ca tego ries : 
th e  specialised  vocabulary used (and some people call th is jargon), the  com plexity  
of the  sub ject as seen by educational technolog ists, m isunderstandings as perceived 
by p rac titio n e rs , and th e  lim ited im pact th a t educational technology has had in 
educational p rac tice . There are  several instances to  illu s tra te  th e  e lem en ts of 
confusion, the  following are  only a  few exam ples.
In the  f irs t ca teg o ry  — use of specialised  vocabulary—  authors a t tr ib u te  to  s ta ff  
in higher education  suspicion about educational technologists; for exam ple, Hail 
(1975:327) w rites th a t: "the word ’educa tion ' brings m em ories of the  e so te ric
nonsense which is all too p revelan t in some educational journals, w here th e  w rite r 
is seeking to  im press his peers ra th e r  than bring about necessary  changes; 
'technology ' is in te rp re ted  as expensive gadgetry  which breaks down. Bring the 
two te rm s to g e th e r and the com pletely  erroneous p ic tu re  which is form ed is hard 
to  destroy". And instead of clarify ing  th e  meaning of the te rm  em ployed, Hall 
goes along with the  m isconception and en title s  his a r tic le  "Pretending not to be 
an educational technologist" and nam es his educational technology unit an 
"Advisory C en tre  for U niversity Education". A nother in teresting  quo ta tion  com es 
from M acK enzie (1976:5) who in th e  in troduction  to an issue of th e  British 
Journal for Educational Technology ded ica ted  to  educational technology in the 
Open U niversity , w rote: "Is it a m ystery , an a r t or a science? Is it  m erely
a c lu ste r of ideas and ac tiv itie s  drawn ec lec tica lly  from th e  social sc iences, 
m anagem ent theory  and a he terogeneity  of educational situa tions, she lte ring  for 
p ro tec tion  under a som ew hat p re ten tious t i t le ,  or is it developing a reasonably 
coheren t se t of in te llec tu a l co n stru c ts  and p rac tica l skills which give it  a 
d istinctive  iden tity  —  or a t least th e  p rospects of finding one as genera lisa tions 
em erge and experience increases?".
A third  and final exam ple in th is f irs t ca teg o ry  is given by H urst (1974:14) who in 
a few lines uses seven expressions which are  likely to  confuse any p rac titio n e r 
not in itia ted  in th e  specialised vocabulary . He w rote th a t "The 'System s 
A pproach' — like 'educational technology '—  is one of those ca tch  phrases which 
means d iffe re n t things in d iffe ren t co n tex ts . It can be associated  w ith various 
form s of co s t/b e n e fit analysis, or trad e  stud ies. In other m an ifesta tions th e
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cyberne tic  principles o f b iochem istry  and inform ation  theory  may be applied to  
social organism s”.
A second asp ec t which con tribu tes to  the ex istence  of confusion about educational 
technology is th e  com plexity  of the  a rea , or a reas, it intends to  cover. For 
exam ple M itchell (1971:481) has argued th a t " ’educational technology’ does not 
appear to  designate  a unified field of ac tiv ity  or profession but it is a  vague 
te rm  which re fe rs  to  a varie ty  of concepts and ac tiv ities  re la ted  to  the  work 
of v irtually  all educato rs  and many non-educators”. Some years la te r  he 
addressed him self again to  the  top ic of com plexity , saying th a t "just as science 
can re fe r to  an ac tiv ity  (controlled enquiry) or to th e  knowledge which this 
process produces, so educational technology can re fe r  to  an a rea  of study and 
p rac tice  or to  specific  ob jects used in learning. And because one te rm  (or a 
few sim ilar te rm s) m ust now serve several functions, considerable am biguity s till 
ex ists” (M itchell 1975a:242). (The em phasis is M itchell's). Confusion in th ese  
two quotes com es from  th e  fa c t th a t educational technology is seen as a science 
whose applications are  valid for every educational ac tiv ity  and beyond. This 
would seem  to  support the  im pression th a t educational technology is a so rt of 
magic wand.
The th ird  e lem en t of confusion com es from  educational technologists who a ttr ib u te  
m isconceptions about the  meaning of educational technology to  te ach e rs , bu t no 
evidence for this is given and the  claim  com es as no more than a percep tion  held 
by the people who class them selves educational technolog ists. For exam ple 
Sayer (1973:130) has s ta te d  th a t: "Perhaps one of the  d ifficu lties  of gaining
w idespread approval and ac tive  use of educational technology lies in the  fa c t 
th a t it is s till o ften  seen as expensive and d ifficu lt gim m ickry —  not perceived  as 
a  'fe lt  need ' by th e  large run of te ach e rs  and lec tu re rs" . In much th e  sam e 
vein F arrug ia  (1973:23) w rote th a t "to  many educators th e  te rm  educational 
technology c re a te s  visions of soph isticated  and wondrous m achines supported by 
necessarily  expensive and highly com plex organisations, the  penance of all 
educational ills. Many o the r educato rs regard  educational technology as an
inhum an, m echanical placebo th a t re leg a tes  teach ing  and learning to  a series of
/
im personal and educationally  suspect m anipulations of sw itches and gadgets". 
He then  dism isses both versions as wrong for they only s tress  the  m echanical 
side of educational technology.
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Pickfords (1975:68) argues th a t educa tiona lis ts  in general oppose th e  application  
of educational technology and points ou t two m ajor causes. The f irs t one is a 
na tu ra l conservatism  within a profession w here th e  form of so much teach ing  is 
influenced by custom  and trad itio n . The second is a genuine fea r th a t  the  
quality  of th e  education given to  studen ts may be im pared.
The m isconceptions are  not only a ttr ib u ted  to  teachers  but also to people who 
have for years been involved in the fie ld . In the  early  days of educational 
technology in G rea t B ritain , Mr Anthony Crosland, the  then S ecre tary  of S ta te  
for Education and Science, decided to  establish  th e  N ational Council for 
Educational Technology as one of the  resu lts  of the  recom m endations made in 
the  rep o rt by th e  C om m ittee  on Audio Visual Aids in Higher S cien tific  Education, 
chaired  by Sir Brynmor Jones (1965). T hat was a very positive s tep , but because 
educational technology was in its infancy the  report identified  it w ith program m ed 
learning. This has con tribu ted  som ew hat to  the  m isunderstanding of the  m eaning 
of educational technology.
The fourth  ca tegory  in the elem ents of confusion about educational technology 
is concerned with the fa c t th a t although th e re  has been much a c tiv ity , research  
and developm ent in the  field , educational technologists rep o rt th a t its  im pact 
on people has been sm all. For exam ple, " it is ironic th a t perhaps the  biggest 
problem in the  selling of ed tech  to  the ordinary  te ach e r is th a t of com m unication. 
Like educational researchers, educational technologists are  prone to ta lk  to each  
o ther via e so te ric  journals and use a re s tr ic te d  code th a t is rapidly becom ing 
incom prehensible to most te ach ers , many of whom fear th a t educational 
technology will reduce th e ir involvem ent in the  teaching  of th e ir students" 
(Mansell, 1972:182). Mansell has also c ritic ised  educational technologists on the  
grounds of th e ir  p rac tice . He s ta te s : "There is w ithout doubt a c red ib ility  gap 
in the realm  of educational technology. People who le c tu re  about it  do not 
actually  appear to  employ it .  Teachers who use it  do not appear to  be necessarily  
superior or to  ge t b e tte r  resu lts . And a t tim es the  jargon is frighten ing".
If the four ca tego ries a re  considered to g e th e r (and it m ust be so since they a re  
closely re la ted  and overlapping) it becom es c lea r th a t th e re  ex ists considerab le  
confusion and am biguity about educational technology. It becom es m ore so if
the expec ta tions  c re a te d  by educational technology are  exam ined, and th is is th e  
sub ject of the  following section .
EXPECTATIONS CREATED BY EDUCATIONAL TECHNOLOGY
The in troduction  of the  concep t of educational technology into educational 
p rac tice  has c rea ted  a t  le as t two areas of expec ta tions about w hat it can or 
could do. The f irs t concerns the consequences of its  application : and the  secc-nd 
arises from  the  iden tifica tion  of a ro le, or roles, for educational technologists.
In the firs t in stance educational technology is seen as capable of m eeting the 
challenges of a world crisis in education . In th is resp ec t Chadwick (1973:94) 
has pointed out th e  following: "The arena  in which one may expec t to  see the
broadest num ber of changes and the  highest p o ten tia l for d ram atic  dem onstration  
of the  e ffec tiv en ess  of educational technology will be in the developing nations 
of the  world. The prim ary reasons for th is suggestion are  th a t the severity  of 
educational problem s — a severity  of crisis proportions—  and th e  hypothesis th a t 
these nations are  not as strongly com m itted  to  the  old fashioned paradigm  as 
are  the m ore developed nations”. M itchell (1975a:254) does not ex p ec t to  solve 
the crisis of developing countries, but he does expec t to solve the  problem s of 
lifelong education . He argues th a t educational technology — as he sees i t—  
"makes the  prospects of lifelong education less a hope than  a  rea lity ; the  
problem rem ains of improving the  system s — m icro and m acro—  which provide 
educational opportunities now and of designing new system s, m ateria ls , procedures 
and opportunities to  prom ote a more vigorous in te llec tu a l and cu ltu ra l life  to  
m eet the educational and cu ltu ra l asp irations of mankind. T here a re  few  
techn ica l problem s to  overcom e, the  skills ex ist, w hat we need is the  decision to  
go ahead".
A couple of years ea rlie r M itchell had argued th a t it was educational technology’s 
role to  devise the  means of education . His argum ent: "A p a tte rn  begins to  
em erge if one considers technology (and th e re fo re  educational technology) as an 
in te llec tu a l and p rac tica l pursuit concerned with all aspects  of the  design and 
con tro l of system s, for the  purpose of achieving a po ten tia lly  reproducib le  e f fe c t .  
And since education  is the  in ten tional organisation of opportun ities to  enhance
personal and cu ltu ra l developm ent, it falls to  p rac titio n ers  and th eo re tic ian s  of 
educational technology to  devise th e  m eans of education" (M itchell 1973:320).
A nother exam ple on the  possible e f fe c ts  on educational technology can be taken  
from  H olroyde (1971:137-141). He argues th a t the  fundam ental assum ption 
underlying the  in troduction  of educational technology is its ab ility  to  produce 
q u an tita tiv e  gains, especially  in te rm s of national balance sh ee ts  of education , 
of its  p roductiv ity  and degree of ra tionalisa tion  of e f fo r t, c o s t/e ffec tiv en ess  and 
e ffic iency . Holroyde also argues th a t educational technology does and will m ake 
possible a rad ical rethinking of cu rricu la ; th a t it  does and should increase th e  
range of accessib lity  of studen t self learning opportunities; th a t i t  can and will 
in tim e help with the problem of decreasing  large group teaching  by enabling 
m ore sm all group d irec t te a c h e r/s tu d e n t co n tac t; th a t it  should in tim e produce 
a b e tte r  equation  betw een the  resources of m anpower and the  less costly  and 
less exhaustive uses of equipm ent; and th a t it should be made to  add to  the  
value of the  te ach er ra th e r than d e tra c t from  his role.
In b rief: educational technology has been thought of as providing th e  basis for
solving th e  developing coun tries ' crisis in education , developing a schem e fo r 
lifelong education , radically  changing cu rricu la  and balancing the  educa tiona l 
budgets. H owever, evidence provided by o ther authors falls very short of 
supporting th ese  claim s. For exam ple, "educational technology has co n trib u ted  
little  to th e  search  for econom ies in universities" (P ickfords, 1975:69). And 
H arris expressed  disappointm ent about th e  fa c t  th a t the  In stitu te  for E ducational 
Technology of th e  Open U niversity had failed  to  achieve the  rad ical role he had 
seen for it and argued th a t th e  p rac tice  of educational technology had no t 
provided any new answers to  the questions involved in designing m eaningful 
curricu la  and pedagogies. He stressed  th a t "the progressiveness of th e  O. U. 
— including the progressive educational technolog ists—  have succeeded in c rea tin g  
only a progressive appearance for what is th e  old educational dom ination" (H arris, 
1976:51,63).
The second a re a  of expecta tions c rea ted  by educational technology concerns th e  
iden tifica tion  of its roles. For exam ple, " the idea of a modern technology for 
education , if not revolutionary  in itse lf , has a t  least p ro f : nd revo lu tionary  
im plications" (Goodman, 1972:56). F arrug ia (1975:29) com pares th e  work of an
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educational technologist with th a t of a  natu ra l sc ien tis t and thus im plies th a t 
educational technolg ists  will tend to  find solutions for any problem .
M ac-Donald Ross (1976:65-68) iden tified  four d iffe ren t roles for educational 
technologists and dism issed them  e ith e r for being unsatisfacory  or too p reten tious. 
The educational technologist as applied sc ien tis t tr ie s  to  se lec t teach ing  s tra teg ies  
sc ien tifica lly , but this cannot be tru e  because less is known in the  field  than  is 
claimed* The educational technologist as a sy stem atic  techn ician  iden tifies 
ob jectives p recise ly , so as to  determ ine the  way m ateria ls  a re  designed: th is is 
dismissed on th e  basis th a t the specifica tion  of behavioural objectives is an 
em pirical m a tte r  not open to com parisons with experience, but a m a tte r  of fa ith . 
The educational technologist as a s tuden t advocate asks questions such as ’If I 
w ere a s tu d en t, th is is th e  kind of d ifficu lty  I would fa c e 1, or ’If I w ere a studen t 
I wouldn’t  understand a word of th a t ’: th is is dismissed in te rm s th a t  it is not 
enough for th e  technologist to advance his personal opinion nor m erely to have 
good in ten t. The fourth  is the  educational technologist as a  problem  solver: 
but this is not enough because it is ex trem ely  d ifficu lt to  rep lica te  problem  
solving skills.
M itchell (1975b:310-315) argues th a t the  p resen t role of the educational 
technologist is not c learly  defined. He th e re fo re  a tte m p ts  to  c la rify  the  role 
by identifying five areas of ac tiv ity : The f irs t one is the  educational techno log ist
as a  learning consultan t consulting with clien ts regarding c la rif ic a tio n  of 
instruc tional ob jectives, prescrip tion  of appropria te  learning ac tiv itie s  or m ate ria ls  
and assessm ent of learning resources and outcom es. The second is the  educational 
technologist as a m ateria l producer developing and evaluating m a te ria ls  for 
learning. The th ird  is the educational technologist as a learning resources 
m anager who adm inisters educational technology services w ithin an in s titu tio n , 
assuming th a t educational technologists and techn ica l and c le rica l a ss is tan ts  
accom plish in s titu tional ob jectives w ithin a tem poral and fiscal budget. The 
fourth  is the  educational technologist who as a system s developer, analyses, plans 
or m anages an instruc tional system , education inform ation system  or educational 
com m unications. The final one is the  educational technologist as an educational 
planner who analyses, plans or m anages large educational system s or m ajor 
com ponents to  im plem ent educational needs. A fter identifying th irty  roles (not 
job descrip tions, as M itchell em phasises) under these  five main headings, M itchell
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concludes th a t ”it seem s th a t a h ie ra rch ica l a rrangem ent of ro les has been 
iden tified . This is not th e  case . One person or group may perform  all or most 
of th ese  ro les. Perhaps m ore frequen tly , several d iffe re n t professionals will be 
involved. ... The p rac titio n e r of educational technology th e re fo re  m ust be 
capable of functioning under a wide varie ty  of working conditions and cognisant 
of re lev an t in form ation from  many academ ic and professional a rea s” (p315).
M itchell’s conclusion does give th e  im pression th a t educational techno log ists  are 
l i t t le  less than p e rfe c t educationalists  and such s ta tem en ts  a re  likely to  confuse 
anyone who is not a lready  in itia ted  into the  sub ject. On reading th is  conclusion 
th e  w rite r could not res is t w riting the  following note: 'So, an educational
technologist is a so rt of superm an, and would an E. Technologist fly  as w ell? '.
By now it may be c lear th a t educational technology is a vast sub jec t, bu t not 
w hat it is. T herefore , the  next task  was to  have a f irs t approxim ation to  the 
concep t through the iden tifica tion  of defin itions in the  l i te ra tu re .
DEFINITIONS OF EDUCATIONAL TECHNOLOGY
Although some authors avoid defining educational technology and th e re  a re  many 
expressions such as 'educational technology, w hatever is taken  to  m ean ', several 
authors have a ttem p ted  to  define the  te rm  or to  provide a m eaning of w hat 
they understand it to  be. N early th ir ty  defin itions w ere found in th e  li te ra tu re  
consulted , of these  eleven were discarded because of overlap with o thers  and in 
th e  rem ainder th e re  are  s till some which d iffer only slightly , but they  have been 
kep t because the  stress  is d iffe re n t. For th e  purposes of analysis th e  defin itions 
are  grouped into th ree  categories:
GROUP 1:
"the use of tools and equipm ent (the products of technology) to  im prove 
learning" (M acK enzie e t  al 1970),
"the m edia born from the  com m unications revolution which can be used 
for in struc tional purposes alongside the  te ach er, tex tbook  and blackboard".
(T rickton 1970),
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"arrangem ent of th e  various educational m edia in concord w ith o ther 
resources of education  to  achieve or con tribu te  to a  higher quality  and/or 
quan tity  of output from  th e  educational system ". (Chadwick 1973),
GROUP 2A:
"developm ent of a se t of sy stem a tic  techniques and accom panying p rac tica l 
knowledge for designing, testin g  and operating  schools as educational 
system s". (Gagne 196E),
"the technology of education  and in train ing re fe rs  prim arily  to  th e  c rea tio n  
and use of learning system s". 3ones (196E),
"the application of procedures and techniques for th e  sy stem a tic  design of 
a learning experience". (Atkins and C liff 1975) ,
GROUP 2B:
"the p rac tica l a r t  of using sc ien tific  knowledge about education".
(S ae ttle r  196S),
"a sy stem atic  way of designing, carrying out and evaluating  th e  to ta l 
process of teach ing  and learning in te rm s of specific  ob jectives, based on 
research  in human learning and com m unication, and em ploying a 
com bination of human and non human resources, to  bring abou t m ore 
e ffec tiv e  in struc tion". (T rickton 1970),
"a system s approach to  th e  teach ing  and learning process, cen tring  around
th e  optim al design, im plem entation  and evaluation of teach ing  and 
learning". (CERI 1971),
"chiefly concerned with th e  ra tional means w hereby valued educational 
outcom es a re , or could be, achieved". (H eather 1971),
"a field of study and p rac tice  within education concerned  w ith th e  
in struc tional and system atic  organisation of ideas, a c tiv itie s  and 
environm ents ... to  accom plish a specific and po ten tia lly  reproducib le  
outcom e". (M itchell 1971).
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GROUP 2C:
’’would seem  to  com pose the  process of applying available knowledge in a 
sy stem atic  way, to problem s in education and tra in ing”. (NCET 1969),
"system atic  approach to  the developm ent of teaching-learn ing  situa tions 
and exploiting the  available reprographic and d istribu tive technologies”.
(Hubbard 1976).
GROUP 3:
"the ac tu a l approach is problem  cen tred , it is concerned w ith determ ining 
and selec ting  the  m ost appropria te  s tra teg ie s  for dealing with p a rticu la r 
ranges of problem s”. (Davies 1970)
"developm ent , application and evaluation of system s, techniques and aids 
to  im prove th e  process of human learning". (CET 1967),
"a ra tional, problem solving approach to  education, a way of thinking 
scep tica lly  and sy stem atica lly  about teaching  and learning".
(R ow ntree 1974).
These defin itions, from  the very fa c t of th e ir being defin itions, a re  very general 
in ch a ra c te r  and may not re f le c t very well th e ir  au tho rs ' in ten tions; how ever, 
some general tendencies can be iden tified . For exam ple, definitions in group 
1 correspond to  a view of the  use of technology in education; th a t  is, the  
incorporation in to  the  educational p rac tice  of equipm ent and re la ted  m ate ria ls . 
On th e  o the r hand definitions in group 2 are  d irec tly  or ind irectly  influenced 
by behavioural psychology. The influence is d irec t in the  cases w here specific  
m ention is m ade of, for exam ple, reproducible outcom es; research  in human 
learning; or pre-specified  ob jectives, and ind irect in the  cases w here th e re  are  
re fe ren ces  to  system s and/or ob jectives, since: "We know th a t by th e  te rm
system  analysts mean the sum of sep a ra te  parts  acting  both independently  and 
on one ano ther to  achieve p re-determ ined  objectives" (D ieuzeide, 1971:176). 
D efinitions in group 2A and 2C, although influenced by behavioural psychology, 
also s tress  aspec ts  of the  use of equipm ent (those in group 2A) or a sp ec ts  of 
teaching and learning as a com plex process (those in group 2C). D efinitions in 
group 3 seem  to  be responding to  the  ex istence  of particu la r problem s and are
more flexible in s tra teg y  to  solve those problem s and, th e re fo re , more rea lis tic  
in th a t th e  s tra teg y  is not determ ined  by any single view.
The f irs t approxim ation to  the  concept of educational technology has been useful 
in identifying a few  genera l tendencies but has no t succeeded in clarify ing  the  
broad sub ject iden tified  in earlie r sections; th e re fo re , a  more thorough
exam ination of educa tiona l technology becom es necessary . This is so in o rder 
not only to  answ er the  open questions le f t  by the  analysis of defin itions but also 
to  iden tify  o ther general tendencies as well as the  relationships w ith the  
developm ent of socie ty  in general and with o ther aspects of the educational 
en terp rise  in p articu la r.
THE DEVELOPMENT OF EDUCATIONAL TECHNOLOGY
In the li te ra tu re  th ree  m ajor works w ere found which provide a h is to rica l 
perspective of the  developm ent of educational technology; nam ely:
S ae ttle r  (1968), "A H istory of Instructional Technology".
Hawkridge (1976), "Next Y ear Jerusalem ! The Rise of Educational
Technology".
S ae ttle r  (1978), "The Roots of Educational Technology".
There a re  of course o ther minor contribu tions to  the h isto rica l perspective  of 
the  developm ent of educational technology.
S ae ttle r p resen ts th ree  m ajor periods: The early  fo rerunners (until 1700); th e
la te r  forerunners (up to  1900) and, finally , th e  beginnings of a science and 
technology of in struc tion . For his p a rt, Hawkridge also divides his analysis in to  
th ree , but d iffe re n t, periods: The p re-h isto ry  (up to  th e  m id-1950s), the infancy
(up to  around 1966), and the  adolescence (up to 1976).
For the purposes of the  analysis p resen ted  here it would also seem  app rop ria te  
to  divide the  developm ent of educational technology into th re e  periods, bu t 
connected  with major even ts in society  as a  whole, which necessarily  includes 
education. The periods identified  are:
1. The p recursors of educational technology, from  ancien t c iv ilisa tions to  th e
end of World War II.
2. The em ergence of educational technology, from  th e  end of World War II
to  th e  beginnings of the  technological revolution (la te  1960s).
3. The p resen t s tag e  of educational technology, from  around 1970.
Each of these  periods is exam ined below. For obvious reasons, m ajor em phasis 
is placed on th e  p resen t.
THE PRECURSORS OF EDUCATIONAL TECHNOLOGY.
It is hardly possible to  speak of form al education for th e  tim e when hum an 
beings w andered naked and th e ir only concerns w ere hunting and th e  gathering  
of roots and p lan ts. However th e  basic skills to  cope w ith these  survival needs 
w ere passed on from  generation  to  generation  (use of human resource in p rim itive  
form ). As human beings began to  use bones and stones as tools (the f irs t 
resources), they also began to transfo rm  natu re  for th e ir own b en efit. A 
com plex process of developm ent was under way, which has taken  civ ilisa tion  to  
w hat it is today , still in a process of evolution. An early  re su lt of th is 
developm ent was th a t more food becam e available than th e  daily needs. This 
m ade it possible for some m em bers of th e  tribes (usually th e  heads of fam ilies) 
to  ded ica te  th e ir tim e to  p erfec ting  ag ricu ltu re , to  priesthood, e tc .,  instead  of 
hunting and searching for food. As tim e  passed th ese  also becam e th e  ow ners 
of c a tt le  and im plem ents. They also becam e th e  m asters of d e fea ted  trib es . 
All this happened around the  LXX cen tu ry  B.C.
It is in th a t  period th a t education as such had its origins. It is th e  tim e  when 
th e re  appeared a more developed use of human resources —  th e  personal tu to r  
for the  children of the  heads of fam ilies as well as for th e  tra in ing  of fu tu re  
p riests . It m ust be em phasised th a t th is process was very  slow. For exam ple, 
the  ea rlie s t w riting surface dates from  the  XV cen tury  B.C. and is a sm all, f la t ,  
rec tangu lar piece of stone found in Thera. The papyrus was invented  som e ten  
cen tu ries  la te r  by th e  Egyptians.
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It was during th e  Greek c iv ilisa tion , V cen tu ry  B.C., th a t educational technology 
had its  early  ancesto rs. It was th e  tim e when m ore sy stem a tic  teach ing  was 
developed. A thens had becom e a  leading trading and m aritim e soc ie ty  and, 
th e re fo re , th e re  was a g re a te r  need for th e  children of m erchan ts  and of 
governm ent o ffic ia ls  to  be educated  in order th a t they  should be b e t te r  p repared  
for business and politics. In th e  IV cen tu ry  B.C. th is dem and was m et by the  
Elder Sophists, who developed a technique known as ’soph istry ', which consisted  
of a d e libera te  application of argum ents and laws in disputes and proofs.
By th e  II cen tu ry  B.C. the  Romans had conquered th e  whole of th e  M editerranean  
region and incorporated  into th e ir socie ty  not only the  G reek gods and goddesses 
but also some of th e ir principles and p rac tices  of education . E ducation , in 
Roman tim es, produced, as Boyd (1975:100) has pu t it ,  "men well versed  in 
lite ra tu re  and m asters  of the  ra tional a r ts  which enabled them  to  play th e ir  
parts  in th e  law courts".
When th e  barbarian  tribes from th e  south of th e  Rhine invaded Rom e, V cen tu ry  
A.D., they  nearly  destroyed the  cu ltu ra l heritage accum ulated  by th e  Rom ans. 
In th e  new peasantry-based  society  th a t evolved, the  C hristian  Church (o ffic ialised  
by the  la st Roman Em peror, Justin ian) em erged with g rea t pow er. The 
educational responsibility  was tran sfe rred  from the  Roman S ta te  to  th e  C hurch, 
and th is resu lted  in a change of c h a ra c te r  and purpose in the  stud ies of schools. 
The aim was in the  main 'o ther-w orld ly '. By the  X cen tu ry  A.D. trad ing  had 
re-em erged  and the  f irs t free  towns w ere founded. It was not very  long befo re  
education , and the use of educational resources, becam e m ore sy stem atised  
— th e re  w ere no towns of any size w ithout a school of th e ir  own. A bout th e  
beginning of the  XII cen tu ry , some of the  towns and th e ir  schools had acquired  
a good repu ta tion  and students converged upon them  from  o ther lands and tow ns. 
These schools w ere to  becom e un iversities —  organising "them selves as perm anen t 
in stitu tions w ith form s of governm ent th a t affo rded  security  to  m aste rs  and 
studen ts, and won defin ite  recognition from  the  ecc les ia s tic  and civil au th o ritie s . 
Such, among o ther more obscure, w ere Bologna, Paris and O xford, th e  g re a t 
'm o th e r ' universities which served as models for th e  un iversities which sprang up 
in every p art of Europe in the  course of th e  next few  cen tu ries" (Boyd 1975:128).
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Im portan t advances had taken  p lace by th e  XV cen tu ry , th e  m ost im p o rtan t being 
th e  flourishing of tra d e  and th e  estab lishm ent of schools and un iversities in the  
new tow ns. From th is tim e also dates the  ancesto r of th e  resource c e n tre  as 
early  co llections of relics and specim ens of natu ra l h isto ry , which w ere organised 
by se c re t sc ien tific  socie ties . L a te r th is led to  p riv a te  co llections of ancien t 
s ta tu a ry , inscrip tions, gem s, coins, m edals, m anuscrip ts, p lan ts and m inerals as 
w ell as religious re lics, m agical ob jects and paintings. All th is was to  be the  
ancesto r of th e  modern museum . It was also th e  tim e  when printing was 
invented and book production fa c ilita te d  (but rarely  above 1,000 copies). This 
led to  a change from  en tire  dependence on a single educational resource  — th e  
te a c h e r—  to  as many resources as th e re  w ere availab le.
The views put into p rac tice  by the  R eform ation  in G erm any and by th e  works 
of the  monks in Ireland led to  easie r and broader education . More specific  
views w ere expressed by philosophers such as Locke in England and Rousseau in 
F rance , who inspired the  English Civil War and th e  F rench revolution and paved 
th e  way for w hat becam e known as the  Industrial R evolution. Philosophers 
influenced social sciences in general and education in p a rticu la r; in th is 
connection , S ae ttle r  (1978:9) has said th a t ’’according to  Locke, child n a tu re  was 
respected  and accep ted , but som ething th a t had to  be moulded and shaped by 
an adu lt. With Rousseau, child n a tu re  was enthroned; th e  child could do no 
wrong as long as he rem ained his tru e  natu ra l self".
From the  XVIII cen tu ry  and throughout the  Industrial R evolution (la te  XVIII and 
early  XIX cen turies) instruction  and/or education was essen tia lly  based on 
rec ita tio n . By the  mid-XIX cen tu ry  education began to  lead learners  tow ards 
generalisations by working with natu ra l objects and studying p rac tica l th ings. 
L ancaster in England and P esta lozzi in Sw itzerland in troduced  new system s based 
on mass instruction  with m onitors and psychological considera tions resp ec tiv e ly . 
Also in the  XIX cen tu ry  Froebel advocated  socialisation in schools and H erb ert 
introduced a highly system atised  education .
In England, Acts of P arliam ent of 1876 and 1880 "had th e  e f f e c t  of making 
e lem en tary  education com pulsory, and by 1899 th e  school-leaving age was raised 
to  12" (Jarm an 1963:266), which w ith the  increased  num ber of s tu d en ts  produced 
a g rea te r in te re s t in education.
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Throughout th is period th e re  was fairly  ex tensive use of resources, a t  le a s t in 
a  p rim itive fo rm , for exam ple, p ic tu res, lan tern  slides which w ere "pow erful tools 
of propaganda eagerly  sized upon by moral evangelists" (Tucker 1979:17), 
photographs and books. In the  la te r  years of the  XIX cen tury  the  m otion p ic tu re  
was invented which was to  becom e a stim ulus for delight and wonder as well as 
a means of teach ing  the  m asses.
Thus, th e  XX cen tu ry  arrived  which, because of th e  conditions which grew  out 
of the  Industrial R evolution, has seen rapid developm ents in all aspec ts  of soc ie ty , 
including education . In the  early  years of th e  cen tu ry  film s began to  be used as 
an educational resource , which "w ere a  form  of salvage for the old th e a tr ic a l,  
industrial, governm ent or w elfare  purposes" (S ae ttle r 1968:21-22). In th e  1910s 
film s w ere used in schools and by th e  1920s in un iversities. In these  early  years 
of th e  cen tu ry  philosophers looked in m ore d e ta il a t  th e  developm ent of educa tion . 
Among these  w ere Thorndike and Dewey, who se t the  basis for the  behavioural 
sciences. In p articu la r, Thorndike in troduced  th e  em pirica l inductive m eans to  
education and Dewey developed a th e o re tic a l fram ew ork of learning which stressed  
the acquisition  of individual skills, in itia tiv e  and en terp rise . M aria M ontessori, 
in Italy , and Sydney P resley , in the  U.S.A., began the developm ent of program m ed 
learning through th e  application of psychological theory .
With the outbreak  of World War I th e re  was an in tensifica tion  of th e  use of 
film s, which becam e a major ca rr ie r  of m essages to  the people. A nother 
im portan t c a rr ie r  of messages was the  com m ercial advertisem en t po ste r, adap ted  
to  th e  purposes and needs of the  w ar. Both resources w ere used in conjunction  
in the  sense th a t d ram atised  action in film s rein forced  some of the m essages of 
the  posters. During World War I th e  testin g  m ovem ent developed very  quickly. 
This was based upon the published scales of B ine t’s and was th e  p redecesso r of 
the con tem porary  in telligence te s ts .
The in terw ar period (1918 - 1939) saw a num ber of im portan t developm ents, 
despite  the  recession of th e  1930s. For exam ple, S ae ttle r (1968:121) p laces 
betw een 1918 and 1924 th e  em ergence of visual instruction  as such; he id en tified  
five m ajor even ts which justify  this em ergence:
1. T here began the  firs t c red it courses in visual in struc tion .
2. The f ir s t  professional organisation of visual in struc to rs was form ed.
3. The f ir s t  journals of visual education  appeared .
#. The f irs t researches in the m a tte r  w ere repo rted .
5. The f ir s t  in s titu tio n a l units for visual education  w ere estab lished .
By and la rge , the  visual education m ovem ent was largely concerned w ith the  
developm ent and use of film s for educational purposes.
A nother developm ent of the in te rw ar period was the publication in 192# of 
Franklin B obbit's book "How to  m ake a Curriculum ", which in te rp re ted  a dem and 
for specific  objectives and estab lished  the groundwork for co n te -aporary 
curriculum  research  and developm ent. In the  1920s also, th e  psychological 
conception known as 'G e s ta lt’ was developed in opposition to behaviourism  and 
led to  a  period (1920s and 1930s) of con troversy  betw een the  two conceptions.
In the  1930s radio broadcasts began to  be used as an educational resource . 
R esearch into th e  use of film s and radio was in tensified . H owever, one of the  
most im po rtan t im petuses for th e  developm ent of increased levels of use of th e  
various resources for education , cam e from  th e  m ilitary  in the form  of tra in ing  
program m es during World War II. It is w orthw hile quoting a t  length  w hat 
H itchens has said in this respect:
"The es tab lishm en t of a Division of Visual Aids for War Training 
in th e  U nited S ta tes  O ffice of Education a t the  beginning of 19#1 
presaged an unparallel developm ent of th e  use of in struc tional m edia 
of all kinds for train ing  in the  Armed Forces and in A m erican 
industry during World War II. While th a t o ffice  prom oted the  use 
of motion p ic tu re  for tra in ing , prim arily , th e  instructional m edia 
used in the  arm ed serv ices tra in ing  program m es during World War 
II included pro jec ted , graphic, sound, th ree  dim entional and rea lis tic  
aids, supplem ented by m anuals, guides, handbooks, bulletins and o th e r 
tra in ing  li te ra tu re . A g re a t v arie ty  of graphic m ateria ls  and 
devices in dem onstrations, along w ith sy n th e tic  tra in ers  w ere 
developed and used during World War II. The use of train ing film s 
for the  U nited S ta tes  Armed Forces in World War II was endorsed 
a t the  highest levels, including P residen t F ranklin R oosevelt, and
con tribu ted  significantly  to  the e ffec tiv en ess  of the  1,300,000 men 
under arm s”.
(H itchens 1979:7)
Alongside the developm ents described above, during the  f irs t hail of the  XX 
cen tury  a num ber of o th e r developm ents took place such as the  beginnings of 
educational research  into the  classroom , the developm ent of assessm ent 
techniques, and the  in itia tion  of educational evaluation , especially  during World 
War II.
THE EtMERGENCE OF EDUCATIONAL TECHNOLOGY
The period from  1946 to  1970 saw a g re a t in tensifica tion  in th e  developm ents 
re la ted  to  education , some of which led, in the  closing years of th e  period, to  
the em ergence of educational technology. The very firs t developm ent to be 
m entioned was th e  in troduction of com pulsory secondary education  in 1947, which 
brought increasing num bers of studen ts, f irs t to  the schools and la te r  to  
un iversities. This had the  im plication th a t more educationalists  w ere needed 
and the search  for both new resources and new m ethods of teach ing  increased . 
Sim ultaneously, it was fe lt  th a t during World War II and la te r  years "alm ost 
every industry introduced new and m ore e ffe c tiv e  m ethods of production, while 
the  technology used in teaching  has rem ained  unchanged" (P ickfords, 1975:68), 
and th a t "The tim e has com e to ask w hether education m ust rem ain  th e  only 
human a c tiv ity  in which technology may not increase m an’s p o ten tia l, and to  
denounce the  s trange  and pernicious paradox w hereby education  is required  to  
change the  world w ithout conceding th a t i t  m ust itse lf  be transfo rm ed  for good 
and all" (D ieuzeide, 1971:169). A second developm ent was the  growing production 
and use of various m edia since the  1950s bu t alm ost never for education . "Each 
tim e , some te ach ers  have questioned the  contribution  th a t it can bring to  
education , pedagogy following techniques ra th e r  than the  con tra ry"  (L efranc, 
1978:6). Among th e  reasons for th e  growing use of media resources w ere th e  
com m ercialisation  of the  invented hardw are and th e ir  subsequent in troduction  
into education; the dem ographic explosion a f te r  World War II; th e  increasing  
am ount of knowledge necessary  in m odern tim es; and the  technolog ical revolu tion  
which genera ted  so much innovation. In addition to these  genera l reasons, th e re
w ere o thers dependent upon p a rticu la r conditions; for exam ple, th e  la rge num ber 
o f innovations developed during World War II had becom e availab le for c iv ilian  use.
Five m ajor periods in the  developm ent of resources w ere iden tified , as follows.
a) Audio visual aids as a supplem ent, from  th e  beginning of th e  use 
of m edia, and mainly used for illustrations; thus, education  is 
m odernised but not upset.
b) Audio visual m ethods which fac ilita ted  th e  in troduction  of
individualisation of learning, especially  through th e  developm ent of 
the  language labora to ry  in the  early  1950s, and la te r  for many o the r 
fields.
c) The golden age of school radio and te levision b roadcasts during the
1950s and 1960s, which cam e about through the  shortage of te ach e rs .
d) The advent of in teg ra ted  audio visual m ateria l w ith th e  appearance
of closed c ircu it telev ision , teaching  m achines, com puters, e tc . In 
o ther words with the  use of technology in education .
e) The m ultim edia system s of teaching  a t a d istance through which
te lescuo las, open un iversities, e tc . w ere concieved.
The th ird  developm ent th a t requires com m ent is th e  revival and developm ent of 
program m ed learning by Skinner (1954) who developed linear program m ing and 
Crow der (1960) who developed branched program m ing. Skinner based his 
program m es on the principles of operan t conditioning of behaviour, while C row der 
based his on an a tte m p t to  au tom ate  th e  behaviour of in struc to rs  in th e  arm ed 
forces and industry . The program m ed learning m ovem ent becam e very  popular 
in th is country , along the  lines advocated both by Skinner and C row der. One 
resu lt was the  form ation of th e  A ssociation for Program m ed Learning which 
launched the  Journal "Program m ed Learning" in 1964. Four years la te r  it was 
to  becom e "Program m ed Learning and Educational Technology" so th a t  it could, 
as A nnett (1967:1) put it, "bring toge ther fields such as P rogram m ed Learning 
and audio visual aids which had co-ex isted  w ithout much cross fe rtilisa tio n " .
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O ther developm ents which con tribu ted  to  th e  em ergence of educational technology 
w ere cyberne tics  and com m unications theory . C ybernetics principles began to  
be applied in education in th e  1950s and led to  th e  developm ent of com puter 
assisted  learning. C om m unications theory  contributions stem  from  its  e ffo rts  
to  m axim ise th e  expression ’who says w hat through w hat channe ls’ and its  
application  to  teaching  and learn ing .
Y et ano ther developm ent was th e  adap tation  into education  of th e  system s 
engineering in ex istence since th e  Industrial Revolution. This consists of the  
invention, design and in teg ration  of an en tire  assem bly of equipm ent. By 1960 
the  system  designer, system  analyst and program m er had em erged  and th e  
expression ’system s approach’ was coined, and carried  strong influences from  the  
behavioural sciences in th a t it a tte m p te d  to  design, im plem ent, ev a lu a te  and 
im prove educational system s seeking the  ach ievem ent of p re-de term ined  
behavioural objectives.
D evelopm ents in curriculum  studies, educational evaluation and m easurem en t also 
con tribu ted , among many o thers , to  the  m ore general use of th e  te rm  ’educational 
technology '.
Educational technology as a concep t was used for the  f irs t tim e in th e  o ffic ia l 
lite ra tu re  of th is country  in th e  R eport by the  C om m ittee  on Audio Visual Aids 
(1965), chaired  by Sir Brynmor Jones. The repo rt recom m ended the  es tab lishm en t 
of a national organisation for educational technology and in 1967 th e  S ecre ta ry  
of S ta te  for Education and Science se t up the  N ational Council for E ducational 
Technology. The Council aim ed a t expounding to  the educational public th e  
concep ts, m ethods and reasons for educational technology, to  develop exam ples 
of p ro to types of educational technology in action , to  diffuse tow ards th e  p o ten tia l 
innovator the knowledge accum ula ted , and to  assist the  innovators in applying 
educational technology to  th e ir own situa tions. In 1970 th e  Council launched 
th e  Journal of Educational Technology, which a year la te r  was renam ed the  
British Journal of Educational Technology. At about th e  sam e tim e  th e  Open 
U niversity  expanded the  Applied Educational Sciences Unit into th e  In s titu te  of 
Educational Technology. O ther un iversities followed suit in estab lish ing  in s titu te s  
(Surrey) or cen tres  (Sussex, C ard iff College).
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In his inaugural address to  the  1970 conference of the A ssociation for P rogram m ed 
Learning and Educational Technology, G Hubbard argued th a t th e re  w ere five 
conditions which would c re a te  a technology, as follows:
” 1. The em ergence and recognition of needs, e ith e r  social or econom ic
which th e  technology could sa tisfy .
2. The availab ility  of techniques and m ateria ls  from which the
technology could be co nstruc ted .
3. The availab ility  of appropria te  skilled or tra inab le  personnel.
4. The en trep reneu r and the  conditions conducive to  change in which
he could be e ffec tiv e .
5 . An addition to  basic sc ien tific  knowledge" (Hubbard 1970:44)
Hubbard then moved on to  show th a t th e  firs t condition had began to  be recognised. 
This stem m ed from  growing educational asp irations, technological requ irem en ts  
for higher level of skills and social and econom ic needs. He saw a  very
encouraging situa tion  for th e  second condition: e lec tro n ics , operational techn iques 
of system  analysts, and the c rea tiv e  techniques of the  television and film  studio. 
The situa tion  was m ore d ifficu lt for the  th ird  condition — availab ility  of skilled 
personnel—  but he argued th a t th is was common to  all new fields. The function  
of the  en trep ren eu r was to  bring about a m arriage of ideas and resources. The 
fifth  condition was not seen as very im portan t in the  early  s tages of the  
technology, since "many technologies have go t o ff th e  ground w ithou t a  sound 
understanding of the  fundam ental laws governing th e  process" (p 47).
Educational technology thus em erged around 1970: in s titu te s , c e n tre s  and a
national council w ere established; tw o journals founded, and a  num ber of 
educationalis ts  gave it the ir support. H owever, as Hubbard said in 1970, th e re  
w ere a t th a t tim e  no sy stem atic  a tte m p ts  to  fo rm u la te  a theory  of educa tiona l 
technology. Educational technologists w ere, perhaps, too busy applying th e ir 
new technology to  think in th e o re tic a l te rm s. It was c lear though, th a t 
educational technology had been born under th e  influence of th e  behavioural
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sciences: "W ithout question, the behavioural science branch appears to  be
increasingly dom inant and to  have ex ce llen t prospects for fu rth e r grow th" 
(S ae ttle r , 1978:14). A ttem p ts to  theorise  on educational technology cam e a f te r  
1970 and th a t is the  concern of th e  next section .
THE PRESENT OF EDUCATIONAL TECHNOLOGY
In the  ea rlie r  sections of th is ch ap te r it was shown th a t educational technology is 
a  broad sub jec t, th a t definitions fall into th ree  m ajor categories , i.e . the  use of 
technology, based on behaviourism , and problem  cen tred . It was also shown 
th a t,  although rooted in the  p ast, educational technology em erged in th e  la te  
1960s prim arily  as an application  of th e  behavioural sciences as well as of system s 
engineering. During the  1970s and early  1980s, th e re  have been a num ber of 
a tte m p ts  to  theorise  about educational technology. The developm ent of 
concep tualisations of educational technology tends to  confirm  th e  grouping of 
defin itions into th ree  ca tego ries and it  is in teresting  to  note th a t  en th u sias tic  
defenders of each conception are  by and large published in d iffe re n t journals: 
Educational M edia In terna tional for th e  uses of technology in education , 
P rogram m ed Learning and Educational Technology for the behaviourist approach 
and th e  B ritish Journal of Educational Technology for the  problem  cen tred  
s tra teg y .
It is also hoped th a t the  section  on th e  developm ent showed th a t th e  conception  
of the  audio visual approach began with th e  use of film s in education , had its  
m ajor developm ent during th e  second World War; and developed tow ards a m ulti 
m edia approach. The behaviorist approach began in th e  1950s and was well 
estab lished  by th e  la te  1960s. The problem  cen tred  approach is a  p roduct of 
th e  1970s. The conceptualisations to  be p resen ted  below are in th is sam e o rder.
The Audiovisual Approach
L efranc (1978:10-13) has w ritten  abou t the  in tensive use of m edia in ed uca tion . 
He s ta r ts  by considering the  p resen t educative  needs, one of which is 
d em ocratisa tion  of education . For him , th is means access to  education  for 
everyone "no m a tte r  from w hat social ca tego ry  they com e from , th e ir  financia l
possib ilities, age or sex”. This would guaran tee a b e t te r  access to  knowledge 
which is expected  "to  be d istribu ted  in th e  q ickest way possible in order to  
a c c e la ra te  it  so th a t it is constan tly  kep t updated". He goes on to  add: "The
speed of the  transferring  of inform ation  has becom e an essen tia l fa c to r  of its 
usefulness and its e ffic iency". Having established th e  need for m edia, L efranc 
argues th a t each year th e re  appear new innovations regarding existing  and new 
m edia and, quoting from  him , "the m ore the  panoply of m edia is d iversified , th e  
m ore th e  chance it has to  answ er th e  many educational needs, to  answ er various 
expec ta tions of individuals". Because of the  wide range of m achinery and 
because th e ir prices tend  to  go down perm anently , the  use of m edia perm its 
educationalists  to  provide answ ers a t m icro and m acro levels "from con tinen ta l 
or even in te rco n tin en ta l system s, for exam ple by using sa te lli te s , all th e  way to  
dom estic system s which are w ithin the  reach  of th e  individual".
F inally, L efranc considers th e  dependence of modern pedagogical m ethods upon 
th e  use of m edia. To best illu s tra te  his argum ents it  is useful to  quote him 
a t length:
"Modern education requires a d iversification  of the  m edia of 
com m unication. The technique and m edia provide the  vec to rs  
which are  used the  m ost for this d iversification , w hether it be for 
mass com m unication, for a class or a group.
"More and more insistence is pu t on the  necessity  to  diversify  th e  
relationship  betw een teach er and studen t. D irec t co n tac ts  a re  of 
never ending value and they should be preserved , bu t m edia give 
enrichm ent by providing constan tly  a lte rn a tiv es  of co n tac ts  from  a 
d istance, of d iffe ren t co n tac ts  and a t the sam e tim e they  can give 
colour to  d irec t co n tac ts . The tran sfe r of responsibility  leads from  
self-in struc tion  to  to ta l or pa rtia l self tra in ing , which is a new so rt 
of relationship.
"Likewise, train ing  m ethods can, thanks to  m edia, vary in such a 
way as to avoid boredom  and the  losing of in te re s t. The m ore 
angles of approach th e re  are , the  m ore the  mode of ac tion  changes, 
the  more the  educational action tends to  be e ff ic ie n t and lasting"
(Lefranc 1978:13)
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It is in te res tin g  to  note th a t L efranc does not use th e  expression educational 
technology to  denote or describe th e  uses of m edia in education . 
F u rtherm ore , o ther au thors, when using it, do so separa te ly  from  
educational technology; they  speak, on the  one hand of audio visual m edia 
and, on th e  o th e r, of educatlonal technology. For exam ple Tucker (1979:20) 
has said: "Audio visual and educational technology can be found throughout 
_ the system  but they  have not m ade the  te a c h e r ’s job easie r". However, 
o ther au thors do use it to denote th e  use of technology in education , see 
e.g. M acK enzie (1970).
The B ehaviourist Approach
A ccording to  au thors w ithin and w ithout th e  behaviourist approach, th is 
has been, and s till is, the  predom inant conception . For exam ple, S ae ttle r  
(1978:14) has s ta te d  th a t  the  behaviourist science branch appears to  be 
increasingly dom inant and Davies (1978:13), not a  behaviourist, has argued
th a t th e  behavioural science "concept tends to  dom inate m ost of the
cu rren t w ritings on educational technology".
Based on this conception Ma (1974:310-316) proposed th e o re tic a l foundations 
for a science of educational technology. Ma m ade an application of the  
Set Theory to  th e  process of learning, through th e  stipu lation  th a t  "the 
u ltim a te  dependent variab le in learning is outcom e", which is a function  of 
a num ber of fac to rs  and which could be m odelled as
L = f ( t / l ,  k,g)
w here L is learning outcom e, 
f denotes the function . 
t/1 is th e  teaching  and learning process, 
k is the  s tru c tu re  of th e  curriculum ,
g is the  learners academ ic given (previous s ta te  of
knowledge).
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Ma goes on to  conclude th a t  "It is ap t here to  redefine the  science of educational 
technology as m ainly th e  study of th e  e f fe c ts  o f technology system s on learning 
outcom es".
M itchell has a ttem p ted  to  concep tualise  educational technology. He s ta r ts  by 
s ta tin g  th a t: "Education as a whole is an exceedingly com plex organisation of
system s which can co n trib u te  to  individual and cu ltu ra l develom ent. 
H ierarch ically  arranged , such system s fall on a continuum  ranging from  th e  single 
s tu d en t to  the  national level" (M itchell 1973:36). He then argues th a t  th e re  
are  five m anifestations of educational technology which cover th e  whole continuum  
and which a re :
Educational technology I which relies upon psychotechnical in terven tion  to  change 
a s tu d e n t’s capab ility , e .g . m anipulating the  sensory input. Since th e  s tuden t 
is th e  focal point, learner con tro lled  se lf in struc tion  is o ften  im p o rtan t for 
educational technology I.
Educational technology II is seen as designing, producing and evaluating  
instruc tional m a teria ls  and com m unications.
Educational technology III focusses upon th e  m anagem ent of resources, including 
such re la ted  ac tiv itie s  as planning, budgeting, m anagem ent decision making, 
operation research  and system  analysis.
Educational technology IV covers educational system s engineering, focussing on 
planning design, construction  and evaluation of instruc tional system s.
Educational technology V co n cen tra te s  on educational planning, is a m an ifesta tion  
of educational system s engineering a t  a higher level; and is a  field  occupied by 
non-educators whose considerations of a lte rn a tiv e  educational opportun ities is 
dw arfed by econom ic considerations.
M itchell proposed to  base the  educational system  on his educational technology, 
which has as a  s ta rtin g  point the  ’m anipulation ' of the  s tu d en t behaviour. He 
also proposed th a t  educational technology should be o rth o m atic  th a t  is, considering
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the  person’s in terp lay  with an environm ent which supports th a t person’s 
developm ent. Based on these  proposals, M itchell (1971 and 1975a) builds up a 
model for education . In it education has four m ajor con tribu to rs. The f ir s t  
is schooling in all its  levels: prim ary, secondary and te r tia ry . The second is th e  
occupational system  which provides the needs for various train ings. The third 
is social life  which includes the  fam ily, com m unity organisations, rec rea tio n , e tc .  
The fourth  a re  the  com m unity resources which are  open to everyone such as 
m edia, museum s, e tc . M itchell’s point is th a t in each of these  a rea s , and : '  
the whole system , educational technologists ought to  be involved.
The Problem  C entred  Approach
The problem  cen tred  approach has mainly been a rtic u la te d  by I. K. Davies (1972 
and 1978) in the  in troductions of his co -ed ited  "C ontributions to  an E ducational 
Technology". He begins by identifying th ree  types of conflic ting
concep tualisations of educational technology, which roughly coincide with th e  
th ree  approaches p resen ted  in this review . He speaks of an 'educational 
technology one’ which is essentially  a hardw are approach, stressing  the  im portance 
of aids for teach ing . ’Educational technology tw o ’ which is essen tia lly  a so ftw are  
approach, stressing  the im portance of aids to  learning and whose origin lies on 
the application  of behavioural sciences to  th e  problem s of education . His 
'educational technology th re e ’ com bines the  hardw are and softw are approaches: 
"it re je c ts  sy stem atic  developm ent (i.e. s tep  by step  rigidly m echanical or 
m echanistic  procedures) as the  only way of proceeding, in favour of a system ic 
(i.e. organic ra th e r  than  m echanistic) se t of procedures focussing ra th e r  m ore 
deeply on the  processes as well as on the  products of teaching  and learning" 
(Davies, 1978:14).
In co n tra s t w ith the  o ther technologies, technology ’th re e ’ for D avies, is w arm ly 
human in approach and fundam entally  a problem  solving approach. Technologies 
'one ' and ’tw o ’ can be used, as app rop ria te , bu t th e  o rien ta tion  and reasons for 
the ir use a re  w ider and broader than m ight o therw ise be provided.
Davies argues th a t a  number of essen tia l skills a re  necessary  for th e  e ffec tiv en e ss  
of technology ’th re e ’ and these include:
"sensitivity, so th a t th e  needs of th e  to ta l s itua tion , both 
people and ta sk , can be sensed,
diagnostic ability, so th a t the  natu re  of the  problem  or 
d ifficu lty  can be iden tified  and com m unicated,
decision making, so th a t appropria te  actions can be se lec ted  
from  a wide range of possible a lte rn a tiv es ,
flexibility, so th a t it  is possible to  im plem ent w hatever th e  
s itua tion  dem ands or requires,
action skills, so th a t routine and m echanistic  tasks of 
im plem entation  are  e ffic ien tly  carried  out".
(Davies 1978:15)
A fter clarify ing the  m eaning of a rche type , paradigm  and m odel, D avies argues 
th a t the  hardw are arche type  can be described by the  m etaphor of a gum -ball 
m achine: ’You put in your money and you are  given som ething to  chew  on’;
th a t the  softw are a rche type can be described by a s lo t-ca r race , in which one car 
is raced against the  o ther in order to  see who wins. In educational technology 
a rep resen ta tion  of th e  design norm ally takes the  form  of a series of boxes and 
arrow s, usually with a feedback  loop, indicating a step  by step  approach to  
developm ent work. Almost always th e re  is a c lear beginning (defin ition of 
objectives), and alm ost always a te rm inal step  (evaluation). In c o n tra s t , th e  
m etaphor for the  problem cen tred  approach is th a t of a  chess gam e in which 
th e re  is no one step  of appropria te  moves. In educational technology th is takes  
th e  form  of resolving th e  con trad ic tion  betw een d issa tisfac tion  and sa tisfac tio n  
in favour of sa tisfac tio n  and, in Davies words: "In order to  accom plish th is , an 
educational technologist brings to  th e  s itua tion  a range of skills (observation, 
analysis, synthesis, e tc .) . The o rder, and m anner, in which they a re  then  used 
depends upon the  ch a ra c te r  of the  problem  and aim in mind. T here is no one 
best way of proceeding. N either is th e re  one optim al solution. Everything 
depends upon the  situa tion , and the  skills available" (p 23). The app lica tion  of 
’educational technology th re e ’ "provides opportunities for people to  function  as 
human beings ra th e r as resources in a ta sk -o rien ta ted  process. Such a view
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enables the  educational technologist to  c re a te  learning environm ents and 
opportunities in which learning becom es an exciting , challenging, c re a tiv e  a c tiv ity 1’ 
(Davies, 1975:13).
More recen tly , H awkridge has fu rth e r  developed this approach when, a f te r  
reviewing th e  li te ra tu re  of the  1970s, he proposes an educational technology map 
which, he hopes, is not influenced only by behaviourism , but has widened th e  
boundaries. Six m ajor groups of sciences, technologies and p rac tices  are  iden tified  
in the map: environm ents, se lec tion  of m ethods, media and environm ents,
evaluation of teaching  and learning, ob jectives for cu rricu la , m ethods of learn ing , 
and m edia for learning. His conclusion is th a t: "Means and ends have been
brought to g e th e r w ithin our field of enquiry. Recognition of our in terd isc ip linary  
origins has freed  us from the  lim its of behaviourism " (Hawkridge 1981:16). This 
optim ism  is not, how ever, shared by th e  bulk of th e  lite ra tu re  w hich, as said 
ea rlie r, is predom inantly  behaviourist.
SOME IMPLICATIONS OF IMPLEMENTATION
F irs t of a ll, w hatever the  conception of educational technology, its  p ra c titio n e rs  
perceived a  num ber of s treng ths in its app lica tion . A f irs t reported  s tren g th  
is th a t educational technology has been a stim ulus for educational re sea rch : "a 
g rea t deal of fundam ental thinking has s till to  go on . . . the ex isten ce  of 
educational technology, however inadequate , is a spur to  research  and is a  way 
of making us to face  up to  some fundam ental problem s which m ight o therw ise  
be dorm ant for a very long tim e" (A nnett 1973:12). M oreover, because it  uses 
the  principles of com m unication theory , the  application  of educational technology 
implies th e  need, for the  sender of com m unication , to  becom e aw are w hether 
the rece ivers  — in this case s tuden ts, te ach e rs , adm in istra to rs, e tc .—  have 
rece ived , understood and accep ted  the  m essage. In o ther words: educa tio n a l
technology has con tribu ted  to  the developm ent of new and innovative educa tiona l 
evaluation  s tra te g ie s .
A second s tren g th  com es from th e  fa c t its  in troduction  of a new tendency  in to  
educational p rac tice s , one of a ttem p tin g  to  do things d iffe ren tly , to  innovate
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the so called  trad itio n a l system  as well as introducing new and im proved m ethods 
and resources. Com m enting on the  Jam es R eport (1972), Hubbard (1972:10^) 
has developed the case for improved m ethods of teaching which "rests  very 
largely , in my view, not on econom ics or econom ies bu t on th e ir po ten tia l 
contribu tion  to  th is situa tion ; th a t by the in te lligen t deploym ent of the  range 
of resources we possess we can in fa c t com bine a rising crude s tu d e n t/te a c h e r  
ra tio  w ith increased s tu d e n t/te a c h e r c o n tac t and it is s tu d e n t/te a c h e r c o n ta c t 
which is a t  th e  h e a r t of th e  educational process”. This tendency tow ards th e  
im provem ent of m ethods has m ade it possible th a t,  a t p resen t, some now 
trad itio n a l audio visual m edia a re  alm ost universally available as a m a tte r  of 
routine.
The th ird  s treng th  is th e  num ber of progresses resulting  from  th e  im plem entation  
of educational technology. For exam ple, Chadwick identified  five m ajor areas 
in which educational technology has m ade progress; these  a re :
"1. Making the  teaching-learn ing  process m ore visible.
2. Increasing labour in tensifica tion  in teach ing .
3. Improving concepts of m easurem ent and evaluation of aspec ts  of
th e  educational process.
4. O bjectifying goals and clarify ing in ten tions o f in struc tion .
5 . Shifting the fac to rs  of production tow ards less labour and m ore
instruc tional m ateria ls  and equipm ent".
(Chadwick 1973:12)
From ano ther angle, Hubbard (1976:57) has pointed out th a t in th e  past, progress 
in educational technology was m easured according to  the  am ount of money put 
in to  the  in sta lla tion  of large p ro jec ts  bu t, in th e  p resen t, progress is m easured 
from  th e  re-d istribu tion  of financial resources, w ith the  spread of resource  based 
learning, and with the  grow th of local serv ices and specia lis t advisers. A nother 
exam ple of progress is given by Sawyer and Hooley (1972:71) who re p o rt th a t ,  
a f te r  the system s approach was introduced into the  train ing  courses of the  R .A .F ., 
th e re  w ere th ree  areas of positive resu lts: a m arked increased  in th e  use of
p re -s tru c tu red  m ate ria ls , syllabuses re -w ritten  in behavioural te rm s, and new 
pro jec ts w ere undertaken  under the  p re-s tru c tu rin g  system ".
To stay  w ith th e  arm ed fo rces , it is in teres ting  to  quote H itchens in re fe ren c e  
to  the  U.S. arm ed fo rces: they  ’’a re  s till providing leadership  in th e  audio visual 
education m ovem en t—  and are  moving tow ard a m ore sy stem a tic  m anagem ent 
of instruction  in consonance w ith th e  general trend". And in a survey conducted 
throughout the  U.S. arm ed fo rces, he found th a t th e  s ta tu s  of educational 
technology in the  serv ices was higher than in civilian education . His seven 
m ajor conclusions w ere:
"1. More ca re fu l specifica tion  of learning objectives and train ing
procedures.
2. More d e lib era te  design of the  instruc tional process than  in civilian 
education .
3. C om plete m edia support of th e  in struc tional process is trad itio n a l.
4. C om petence in the  use of hardw are and o ther in struc tional m ateria ls .
5. The individualisation of learning is being im plem ented.
6. Sim ulation is used widely, and
7. Inform ation exchange w ith civilians is high."
(H itchens 1979:9)
The im plem entation  of educational technology has not how ever been w ithou t 
problem s. A m ajor one has been th a t,  although p ractised  for m ore than  tw en ty  
years, it has, in com parative  te rm s, reached only a m inority  of educa tio n a lis ts . 
P ickfords (1975:68) has a ttr ib u te d  this slowness in the  spread of educational 
technology to  th re e  fundam ental fac to rs: The f irs t is th e  cap ita l co st of its
in troduction. The second is th a t finances have to  com e from  new m onies, which 
are  not availab le , and the  th ird  is a na tu ra l res is tan ce  by academ ics to  th e  use 
of educational technology.
A nother problem  is th a t faced  by educational technologists them selves who, in 
applying educational technology, change th e ir roles as te ach e rs . For exam ple: 
"The te a c h e r ’s place in a learning environm ent th a t wishes to  cap ita lise  on th is 
technology is c r it ic a l. In order to  realise  the  po ten tia l of th e se  learning 
resources a change in em phasis will be necessary  from  the  trad itio n a l foun tain  
of knowledge to  th a t of a m ore dynam ic classroom  m anager or learning supervisor" 
(H urst, 1977:76). This new ro le, in tu rn , c re a te s  new problem s in the  
im plem entation  of educational technology, which are  "problem s of course design
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and of role of educational technology departm en ts in handling the problem s" 
(C olliers, 1977:8).
The review  of these additional problem s concludes th e  review  of th e  l i te ra tu re  
on educational technology. It rem ains to discuss the m ateria l p resen ted  and to  
draw som e te n ta tiv e  conclusions.
DISCUSSION
In this section  it  is intended to  discuss and com m ent upon some of th e  m a te ria l 
p resen ted  in the  ea rlie r sections. There a re , a t least, seven m a tte rs  which 
need considera tion .
A f irs t and necessary  com m ent concerns th e  sources of inform ation for th is 
lite ra tu re  review . The four major British sources of educational technology 
have been consulted; t h a t ' is, ’British Journal of Educational Technology’, 
’P rogram m ed Learning and Educational Technology1, ’A spects of E ducational 
Technology’, and ’C ontributions to  an Educational Technology’. It m ight be 
argued th a t this re flec ts  a degree of iso lation, or lack of com pleteness of th e  
review . H owever, the  coun terargum en t is th a t (as s ta te d  in the  in troduction) 
the whole repo rt a ttem p ts  to  co n ce n tra te  on the  British scene. N everthe less, 
this danger is overcom e by the  fa c t th a t th e  m ost frequen t quo ta tions in m ost 
a rtic le s  in the  journals are  re ferences  to  A m erican sources. A la rge num ber 
of these  w ere followed up and consulted . Thus, th e  w ider co n tex t of th e  
developm ent and p rac tice  of educational technology is covered , although 
som etim es ind irectly . A th ird  e lem en t of th is argum ent is th a t  th e  B ritish 
sources do publish papers from o ther na tionalitie s  and, th e re fo re , A m erican and 
o the r au thors have indeed been consulted . F inally , a num ber of books on 
educational technology, irrespec tive  of th e  nationality  of the au thors, w ere also 
consulted .
A second asp ec t to  be considered and discussed is th a t a num ber of au tho rs  give 
the  im pression th a t educational technology spreads throughout th e  educa tiona l 
system  and th a t this will benefit from  its  in troduction . It would seem  th a t ,  
for som e, ed uca tion ’s main and perhaps only concern  is in th e  transm ission  of
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existing knowledge and th a t th is needs im provem ent and change. But education 
is much m ore than  th a t .  As D ieuzeide (1971:87) has (c learly  spelled it  out: 
"Education has a  g re a t many o ther functions besides transm itting  acquired 
knowledge and turning out lucid and e ffe c tiv e  fu tu re  c itizen s. Educational 
in stitu tions, according to  th e ir  various levels, function as places for child minding 
and p ro tec tio n , as cen tre s  in which national unity may be forged and in which 
a civic education or a p re -m ilita ry  training may be given, but also as p laces 
w here th e  individual learns to  find his place in socie ty  and as a r itu a l in strum en t 
by m eans of which the  individual is in itia ted  into adult life". Thus, education , as 
a system , cannot be considered in isolation from  and should be seen as in ac tiv e  
in te rac tio n  with o ther aspec ts  of so c ie ty ’s ac tiv ities .
The th ird  asp ec t to be com m ented upon, and re la ted  to  the  above, is th a t  th e  
failu re  to  observe the  in terac tio n s  of the educational system  with o th e r system s 
has produced a ce rta in  d isenchan tm ent w ith educational technology. For exam ple, 
H arris (1976) noted th a t educational technology failed  to bring about changes to  
the  Open U niversity . But the  so rt o f changes he was expecting will no t com e 
from w ithin th e  educational system , but from  a com plex in te rac tio n  and cross 
influencing of various system s, nam ely, as S ae ttle r  (1978:7) has pointed  out: 
"Most im portan t changes in educational aim s and instruc tional p ra c tic e  can be 
a ttr ib u te d  to  p a rticu la r, social, po litical and econom ic influencies". A possible 
explanation for this fa ilu re  to consider th e  wider in terac tions of th e  educational 
system , is th a t  the  whole system s conception has been based upon th e  work of 
L von B erta lan ffy , one of the  founders of the system s theory , who defined a 
system  as a se t of e lem en ts which are  in te rac ting  (B erta lanffy  1965). It seem s 
th a t this defin ition  does not distinguish betw een the d iffe re n t q ualities  of th e  
elem en ts  which m ake up a system  nor does it consider th e ir in te rre la tio n s  w ith 
o ther system s. It is not surprising th a t applications of system s theory  do not 
consider the  ex te rn a l in terac tions , since itse lf  was conceived in a re s tr ic te d  
m anner.
A fourth  m a tte r  to be discussed arises from  a lack of ag reem en t, am ongst 
authors, about the  relationship  betw een educational technology and curricu lum  
developm ent. For som e, educational technology is p a rt of curricu lum  
developm ent, for o thers  it is the o ther way round. This is illu s tra ted  by the  
following tw o quota tions:
11 ... th e  increasing accep tan ce  of educational technology as p a rt of 
curriculum  developm ent ... " (Hubbard 1976:57)
11 ... educational technology, especially  in the  areas of curricu lum , 
course and instruc tional developm ent ... 11
(Davies 1978:9)
This con trad ic tion  may not seem  too surprising if W ilkes’ findings a re  considered. 
He conducted a survey in order to  identify  how o ften  cro ss-re ferencing  is m ade 
betw een the  fields of educational technology and curriculum  developm ent. For 
th is he se lec ted  a num ber of books and periodicals and his conclusions a re  qu ite  
astonishing: "Curriculum  th eo ris ts  do not read the  work of educational
technologists" and " th ere  has been nothing like an adoption of the  c u rren t trends 
in curriculum  theory  into the  li te ra tu re  of educational technology. Nor has 
th e re  been any reb u tta l of the  critic ism s m ade of w hat is s till th e  dom inant 
mode of thought and production among educational technologists". Wilkes goes 
on to m ake the  recom m endation th a t  "each side could a t le a s t begin by reading 
w hat the  o thers have to  say, and drawing out its  im plications for its  own work" 
(Wilkes, 1978:80-81).
Within the  business of cross-re ferencing  and m otivated  by (a) the  W ilkes' survey; 
(b) the earlie r iden tifica tion  th a t th e  behavioural conception of educational 
technology tends to  be presen ted  in the  journal P rogram m ed Learning and 
Educational Technology, and (c) th a t a m ore problem cen tred  approach tends to  
be presented  in th e  British Journal of Educational Technology; th is w rite r  checked  
works published in the  journals to  see how often  th e re  was cro ss-re fe ren c in g  
from  the  one journal to  the  o the r. The resu lts  w ere as follows.
In to ta l, 44 a rtic le s  in both journals w ere studied. Of th e se , six au thors m ade 
re fe ren ce  to  the  o ther journal (one of whom quoted his own work). It is c lea r , 
then , th a t even within the  field of educational technology th e re  is l i t t le  recognition  
of w hat o thers do. This was also noted by Hawkridge (1978:390-391) since he 
rem arked th a t "educational technologists have tied  them selves in to  a nu tshell, 
p ro tec ted  from the  re s t of education , indeed from  the  re s t of socie ty".
The fifth  e lem en t of the  m a te ria l presen ted  th a t needs to  be discussed com es 
from  the  fa c t  th a t ,  as has been shown, th e  predom inant conception of educa tiona l 
technology is based upon behaviourism , but th a t th is has been widely c ritic ise d . 
For exam ple, Popham (1970:115-124) sum m arised eleven general c ritic ism s; th e se  
are  review ed in ch ap te r 3. Stenhouse (1975:79-83) p resen ts tw o fundam ental 
objections to  the  universal application of the objectives model as well as 
identifying areas in which they  serve reasonably w ell. The objections a re  th a t  
th e  model m istakes the  n a tu re  of knowledge, and m istakes the  n a tu re  of th e  
process of im proving p ra c tic e . As fa r as the f irs t ob jection is concerned  
Stenhouse points out th a t "education as induction into knowledge is successful 
to  the  ex ten t th a t it makes the  behavioural outcom e of th e  studen ts  
unpredic tab le". And in re la tion  to  the  second objection Stenhouse points ou t 
th a t  "Even if it w ere logically justifiab le  in term s of knowledge — and it is no t—  
th e re  is a good case for claim ing th a t it is not the  way to  im prove p ra c tic e . We 
do not teach  people to  jump higher by se ttin g  the  bar higher, but by enabling 
them  to  c ritic ise  the ir p resen t perform ance".
The behaviourist approach also has the system s engineering as one of its  
foundations; how ever, this has also been contended. For exam ple, Cowan 
(1980:16-17) (him self an engineer) has argued th a t: "E ither I have missed
som ething or the  system s approach cannot be applied in innovatory work until 
the  overall aim s, s tra teg ie s  and s tru c tu re s  have f irs t been exam ined in tu itive ly  
and subjectively . C rea tiv ity  and innovation cannot ye t be reduced to  sy stem a tic  
procedure; only subsequent developm ent and refinem en t can be approached in 
this way".
However strong the  above critic ism s are  considered to  be, it seem s to  th is w rite r  
th a t the  strongest one — and perhaps strong enough to  dism iss th e  approach—  
com es from  th e o re tic a l and p rac tica l considerations. From a th e o re tic a l point 
of view an approach to  education based in behaviourism  is weak because i t  leaves 
out of consideration all o ther branches of psychology or o ther social or hum anistic  
sciences. It should a t le as t consider some aspects  of cognitive psychology (see 
e .g . Neisser 1967) or hum anistic psychology (see e.g . Maslow 1970, R ogers 1970). 
Some of the  points about human unpred ic tab ility , se lf-assessm en t consciousness 
and c rea tiv ity  have been subsumed in a hum anistic standpoin t by H eron’s work 
on educational philosophy, theory  and p rac tice  (see e .g . Heron 1977a and 1977b). 
From a p rac tica l point of view behaviourism  is weak because it conceives w hat 
a person does — ea ts , drinks, rides, ta lks, c rie s, e tc .—  w ithout re la tion  to  th e  
conscious experiences of th a t person. Y et the  human being is a concious being
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’par ex e llen ce’, a t le a s t th a t is w hat makes hum anity d iffe re n t from  the anim al 
kingdom.
The sixth e lem en t to  be considered is th a t a few  authors have in tended to  equate  
educational technology with sc ience, which stem s from the idea th a t a science 
is an app lication  of the  sc ien tif ic  m ethod only. H owever, th e  m ore universally 
held view of science is the application  of the m ethod which produces a general 
se t of knowledge or laws, which can be expressed in sim ple m a th em atica l form  
in the  case of na tu ra l sciences; or as re flec ting  general tendencies and re la tions 
in the  case  of th e  social sc iences, or re flec ting  singu larities in th e  case  of 
applied sciences. The fa c t th a t th e re  are  a t  least th re e  conceptions of educational 
technology shows th a t  it  has not reached  the  s tag e  in which to  re f le c t general 
tendencies.
The la st asp ec t to  be com m ented upon concerns th e  fa c t th a t th e  educational 
process takes places right in the  h e a rt of modern society , which is prim arily  
concerned with the  production of consum er goods. This has led some people 
to  consider th e  educational process as a production process and to  try  to  m easure 
the ou tpu t. H ow ever, education is no t a productive process i.e . it does not 
c re a te  new w ealth  by transform ing  na tu re . It is a serv ice given by th e  s ta te  
and/or p riva te ly  in order to  tran sm it, enhance, change, transfo rm  and develop 
the human condition of life.
A nother fa c to r  re la ted  to  the  production of consum er goods is th e  ro le  played 
by com m ercial firm s in the developm ent of educational technology. In this 
connection it may be w orthw hile to quote Tucker a t  length:
"The role of com m ercial agencies cannot be easily quan tified  but 
th e  p a r t th a t th is sec to r has played in the  dissem ination of both 
hardw are and possible exceptions of the overhead p ro jec to r and 
so ftw are  should not be underestim ated  ... one m ust never scorn th e  
educational m arket; a  deal with a large m etropolitan  au tho rity  to  
supply equipm ent o f one type to all schools m ust fill th e  sa lem an 's  
eyes with dream s of re tire m e n t ... One m ust per fo rce recognise 
the  persuasive skills of the  ad v ertise r and sales rep resen ta tiv es  to
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whom much of th e  success for penetra tion  in to  th e  educational 
system  m ust he given".
(Tucker 1979:19)
CONCLUSIONS
It should firs tly  be rem arked  th a t  everything develops, th a t th e  h isto ry  of m ankind, 
and th a t  of society , has been th e  history  of its developm ent, which has gone 
from  prim itive stages to  the  p resen t com plex social organisation . Education, 
and educational technology in p a rticu la r, have developed accordingly, as did o ther 
aspects  of educational p rac tice , such as research  into the  classroom , curriculum  
innovation, educational evaluation , e tc .,  e tc .
Secondly, the  use of resources has also developed. Its in itia l form s w ere sim ple 
and used w ithin th e  fam ily , e.g . im plem ents, personal tu to r . As society  developed 
the  ta sk  of educating was p artly  sh ifted  from  the  fam ily to  te ach e rs , from  th e  
home to  school, and from a single resource (the tu to r) to  as many as th e re  w ere 
availab le . L ater developm ents in e lec tron ics have produced an even g re a te r  
availab ility  of educational resources.
Thirdly, educational technology, although with some an cestry , is a phenom enon 
of th is cen tu ry , in particu la r since th e  second World War, and em erged  as such 
in the  la te  1960s prim arily  as an application  in education of th e  behavioural 
sciences and system s engineering.
Fourth ly , th e re  are  a t least th re e  d iffe re n t conceptions of educational technology 
nam ely: th e  audio visual approach (developed during and a f te r  th e  second World 
War), then  the  behaviourist (in the  1960s) and lastly  (in the  1970s) th e  problem - 
cen tred  approach. These th ree  conceptions, developed a t d iffe re n t tim es, 
continue to  co -ex ist up to  the  p resen t day, w ith l i t t le  in te rac tio n  betw een  them , 
and are  rep resen ted  in d iffe ren t journals.
F ifth ly , the  audio visual m ovem ent uses the  expression educational technology 
in its  re s tr ic te d  connotation of the  uses of technology, and th e ir p roducts , in 
education . It can not th e re fo re  be considered as belonging to  educa tiona l
technology. The sam e can be done with th e  behaviourist approach since, as 
shown e a rlie r , it is a fa irly  weak conception. However the con trad ic tion  persis ts  
in the  case o f the  problem  cen tred  approach which is the more adequa te , but 
s till calls itse lf  educational technology —  which is a  weak nam e, "p re ten tious" 
(M acKenzie 1976:5) and "trendy" (Hawkridge 197S:372).
Sixthly, th e re  a re  a t  le ast two ways of revealing and solving th is con trad ic tio n . 
On the  one hand, the  nam e is kep t, but it is made c lea r th a t its m eaning is th e  
problem  cen tred  approach and nothing else , o r, on the  o ther hand, a search  is 
made for a b e t te r  nam e; this would re f le c t the  fa c ts  th a t educational technology 
ex ists in the  form  of a behaviourist conception and th a t  th e re  is som ething else 
which has gone beyond it; is a t a higher level; and includes the  o thers  as and 
when app ro p ria te . This 'som ething e lse ' is flexible, wider and m ore com prehensive 
because it looks a t in terre la tionsh ips betw een system s; th a t is, i t  does not 
conceive education  in isolation, and it  is more human in th a t i t  considers th e  
learner as a person ra th e r than as a sub ject or inpu t-taker and ou tpu t-p rov ider. 
In o ther words: it considers th e  learner as having individual as w ell as social
in te re s ts  and who will p a rtic ip a te  ac tively  in life  and con tribu te  to its  continuous 
developm ent, will sa tisfy  th e  professional and cu ltu ra l needs. It is, in short, a 
new form , an innovative way to  conduct educational research  and developm ent. 
And perhaps th is is th e  proper nam e for it: educational developm ent.
Seventhly, because this wider conception co -ex ists  with the  narrow er ones, som e 
so rt of s tra teg y  should be developed in order to  advance it. D ieuzeide (1971:182) 
iden tified  th ree  possible s tra teg ies  for innovation which are  w orthw hile quoting 
here: "The f irs t  is to  change everything a t  the  sam e tim e, but so fa r  th e re  has 
been no instance of this having been done anyw here. The second one involves 
modifying th e  existing s ta te  of a ffa irs  by introducing innovations a t  th e  h ighest 
level in th e  system  and carrying them  from  th e re , the  new system  pushing th e  
old one in fro n t of it. The th ird  s tra teg y  involves se ttin g  up and developing a 
new system  p ara lle l to  the old one and capable of replacing it  one day".
It would seem  th a t  th e  most appropria te  and e ffe c tiv e  s tra teg y  iden tified  by 
D ieuzeide is th e  th ird  since the f irs t has never worked and th e re  is no reason why
it should in the fu tu re  and the  second would find strong opposition in the  higher 
levels of th e  system , w here the  behaviourist approach is dom inant. T herefo re , 
dem onstrating  by exam ple th a t things can be achieved d ifferen tly  in education  
could lead to  a fa s te r  grow th of th e  innovative way.
F inally, to  reca p itu la te , th e  search  of the  lite ra tu re  began by looking a t  ways 
in which learning resources a re  used, especially  w ithin d epartm en ta l se ttin g s , but 
it quickly moved on to th e o re tic a l considerations of w hat lay behind educational 
technology. Having done th is, it is now tim e to  re tu rn  from theory  to  p rac tice  
and to review  w hat is being done in departm en ts  of higher education . This is 
the concern  of th e  following ch ap te r.
C H A P T E R  2
EDUCATIONAL INNOVATIONS AND THE DEPARTMENTAL 
RESOURCE CENTRE
INTRODUCTION
In the  last decades, and in p a rticu la r since World War II, educational advance 
and innovations, including the use of resources, have increased  considerably  in 
number and scope. It is a phenomenon w ithout fro n tie rs: it  is p resen t in all
countries, w hatever the ir sty le  of developm ent. Within coun tries, innovations 
take place all across the educational system : in nursery, p rim ary , secondary,
te r tia ry  and continuing education . In each of these , in tu rn , innovations are  
conducted in m ost, if not a ll, fields and a t the ir d iffe ren t levels.
In addition to  books, the  most common source of inform ation , th e re  are  th ree  
groups of British journals which provide inform ation on innovations. T here a re  
journals ded icated  to  aspects  of education in general irrespec tive  of the  p a rticu la r 
sub ject, e .g . Studies in Higher Education, Cam bridge Educational R eview , British 
Journal of Educational Technology; secondly th e re  are journals ded icated  to  a 
p a rticu la r sub ject, e.g . Physics Education, M edical Education, and th ird ly  th e re  
are  journals ded icated  to a p articu la r m edium , e.g . Journal o f E ducational 
Television, Audio Visual. Appendix A lists  the  sources of inform ation  consu lted .
In order to  narrow  the  scope of the  lite ra tu re  review  adequately , th e  p resen t 
ch ap te r co n cen tra te s  on a se lec tion  of repo rts  published in the la st f if te e n  years 
or so. The review  begins with a short survey of the in ternational scene, moves 
into developm ents in schools and then into higher education , which form  th e  
main sub ject of the  ch ap te r. Within higher education  a d istinction  is m ade
betw een innovations developed by individual teachers  for p a rticu la r courses and 
innovations which have gained some degree of in stitu tionalisa tion  in th e ir 
departm en ts  resulting in th e  developm ent of some so rt of dep artm en ta l resource 
c e n tre , which ac ts  as th e  base for the  innovations.
THE INTERNATIONAL SCENE
The following section  provides exam ples of educational innovations which include 
th e  use of resources in a se lec tion  of countries of d iffe ren t sty les of developm ent: 
th e  Arab and Latin  A m erican countries; th e  U.S.A. and Europe.
El A raby (1977) reports th a t in many of the  Arab countries th e re  is a sho rtage  
of educational specia lists  and th a t ,  because educational m edia and resources are  
playing an increased role in the  educational process, th e  Arab coun tries decided 
to  estab lish  th e  Arab S ta tes  Educational Media C en tre  which aim s a t  a llev ia ting  
th e  problem  of shortage of professionals, of equipm ent and m a te ria ls . This 
C en tre  is also to  encourage educational innovations which are  based upon d iffe re n t 
m edia, for which the  C en tre  provides consu ltan ts. To accom plish th ese  aim s 
th e  C en tre  was established with five functions: inform ation , tra in ing , resea rch , 
production and in te rn a tio n a l, each to  be perform ed by a specific  sec tio n . The 
in terna tional division’s function is to  im port ’’m ateria ls  and equipm ent and 
co llecting  da ta  on su itab le  so ftw are  and hardw are produced by foreign com panies 
which are  then ed ited  to  suit th e  Arab cu ltu re” (p 49).
Educational system s are  m ore re s is tan t to  change and innovation than  o the r 
system s (Romiszowsky and Chadw ick, 1980:197). It is in th is c o n te x t th a t 
educational innovations need to  be viewed in the  Latin  A m erican cou n tries , since 
th e  educational system s th e re  are  based on trad itiona l and se lec tiv e  m odels which 
com bine a cu rricu lar approach of sub ject m a tte r  em phasis and a trad itio n a l 
approach to  teach ing , where the  prim ary source of inform ation is th e  te a c h e r . 
The co n tra in ts  imposed by econom ic conditions and political au th o rita rian  system s 
also hinder innovations.
The uses of learning resources in Latin A m erican countries has also been rep o rted  
in th e  British l i te ra tu re . For exam ple, E scolet (1980) has analysed th e  la rge
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scale  developm ents such as Open U niversities as resources for d is ta n t learn ing . 
He rep o rts  th a t The In s titu te  of Technology and Higher Studies in M onterrey , 
M exico, was th e  f irs t o rganisation of higher education to  in troduce th e  Open 
High School, th a t Venezuela founded th e ir  N ational Open U niversity  in 1977 and 
C osta  R ica in 1980. There a re , how ever, many adverse fac to rs  for th e  successfu l 
developm ent of these  en te rp rises , e.g . excessive ru ral population and problem s 
of an econom ic and po litica l n a tu re .
In Latin  A m erica th e re  have been th ree  s tages in the  developm ent of te lev ision  
as an educational resource. The f irs t stage of rapid grow th is ch a ra c te rise d  
by enthusiasm  and high m orale, which, ’’usually peaks betw een th e  f ir s t  and 
second years of transm ission ... The system  then en te rs  a period of decline which 
is longer and m ore gradual than the  rapid grow th” (Tiffin, 1980:257). The 
program m es which survive begin a th ird  phase of slow recovery which is sub ject 
to  frequen t relapses. T iffin also showed th a t educational te lev ision  has taken  
th ree  d istinc tive  form s in Latin A m erica. The f irs t is the  conventional schools 
educational te lev ision , which follows the  p a tte rn  of E.T.V. in Europe and U .S.A ., 
and provides b roadcasts to supplem ent teaching  in conventional schools, which 
has been developed in several coun tries, e.g . A rgentina, Uruguay, V enezuela, 
Colom bia. The second is the  Telescola System , which is TV school, w here th e  
teach ing  is by means of telev ision . The system  relies en tire ly  on group dynam ics 
and peer tu ition  in which adults p a rtic ip a te  as coordinators only. - The th ird  form  
is th e  T elepost, which is sim ilar to  the  Telescola, being for voluntary  ad u lt and 
continuing education , but takes the  form  of evening classes.
In the  early  1960s Fred K eller and his B razilian associates developed and te s te d  
a  type of learning resource now known as th e  K eller plan a t th e  th en  newly 
c rea ted  U niversity  of B razilia and in the  early  1970s the  D epartm en t of Biophysics 
of th e  F ederal U niversity of Rio de Janeiro  launched a m ajor p ro jec t fo r th e  use 
of non-book educational m ateria ls  for m edical and health  education  a t  th e  co llege 
level (O liveira 1980).
In A rgentine in 1970 th e re  w ere th ir ty  mobile resource cen tre s  in troduced  in 
ru ral areas w here ’’the  population does not justify  the  construction  of schools"(sic) 
(Ronchi, 1980:206). These cen tres  w ere developed as an a lte rn a tiv e  to  th e  use
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of b roadcast radio because the  com m ercial con tro l of the  radio s ta tions did not 
perm it su ffic ien t air tim e.
D evelopm ents of resources in the U.S.A. have been widely reported ; for exam ple, 
M cAleese (1977) searched the topic of co st-e ffec tiv en ess  of educational m edia 
through E .R .I.C . The search  provided ninety refe ren ces  on co s t-e ffec tiv e n ess  
of various m edia in the  period from  1970 to  1976. C am bre (1981) conducted  
a h is to rica l overview  of rep o rts  about fo rm ative  evaluation of in struc tional m edia 
products and argued th a t evaluation  procedures enjoy a  re la tive ly  long nd
respectab le  h istory  in the audio visual trad ition  (p 22).
In c o n tra s t, Hawkridge (1980) questioned some of th e  U nited S ta te s  p rac tices  in 
the use of m edia in post-com pulsory education . He did this in com parison with 
U.K. p rac tices  and covered th ree  aspec ts: curriculum  planning for m edia based 
post-com pulsory education, access to  broadcasting and o ther m edia, and 
relationship  betw een m edia-based and conventional post-com pulsory in s titu tions . 
His main c ritic ism  concerned the  very na tu re  of A m erican society : "m edia using 
academ ic institu tions are put a t  the  m ercy of the  m arketp lace", which neg lects  
the general need for qualified people as well as th e ir social concerns (p 8).
R eports about developm ents in Europe also abound. R egarding innovations in 
Holland, Buter has said: "The overall situa tion  in our society  ind ica tes th a t  we 
m ust use all the  means we have to  find ways of a llocating  studen ts to  a range 
of a lte rn a tiv e  teach ing /learn ing  s itua tions. If this cannot be done we end up 
with a very inflexible teaching system  based on trad itio n a l p a tte rn s  or, in try ing  
to  lay down th e  burden of individualisation on trad itio n a l teach ing  system s, we 
c re a te  a very unfo rtunate  condition for teaching" (Buter 1977:66).
Ilyina (1977:18) has extensively  reported  developm ents in the  U.S.S.R. w ith
p articu la r re fe ren ce  to  program m ed learning, but including the  use of m edia in 
education as well as the application of educational technology, and concluded 
th a t th e ir "evaluation of program m ed instruc tion  as a new means of education  
is ra th e r  m odera te : we think th a t it  should be used along with o the r m eans and 
aids which can activ ise  the  teaching and learning process and help th e  pupils to  
acquire a firm  and lasting knowledge" (p 18). Talyzina (1976) supported  th is 
but m ade c lea r th a t the socialist coun tries have always doubted the  e ff ic acy  of
behaviourism , on which program m ed learning was originally based. Instead , they  
based th e ir  program m ing on a psychological theory  th a t s tresses  th e  a c tiv ity  
function  of study because too specific  a subject con ten t can inh ib it cogn itive  
ac tiv ity , w hereas m ore generalised  co n ten t aids cognitive a c tiv ity  (Leedham  
1977:58).
W eltner (1977) has reported  an increasing developm ent of innovations in West 
G erm any, which grew from  a concern  th a t in a ten  year period s ta r tin g  around 
1977 West G erm any would have lim ita tions of s ta f f  and financial resou rces . He 
exam ined one particu la r way of im proving the  effic iency  of autonom ous study, 
which he called  'in teg ra ted  m aster program m es'. These a re  study guides 
developed for a p articu la r tex tbook; th e  guide usually exceeds th e  tex tbook  in 
length and contains instructions for th e  study of specific  p a rts  of th e  tex tbook , 
questions, exerc ises and worked exam ples of applications. The app lication  of 
'in teg ra ted  m aster program m es' proved successful, since in com parison w ith a 
con tro l group (lec tu res plus personal tu ition ) it showed th a t th e  final ach ievem en t 
of those who took the  m aster program m e was 68% while those in th e  le c tu re  
con tro l group had an average final ach ievem ent of 59%.
DEVELOPMENTS IN SCHOOLS
The li te ra tu re  concerning developm ents, organisation and exam ples of resou rce  
cen tres  in schools is quite large . Some of these  studies have re lev an ce  for 
developm ents in higher education . For exam ple Dyer e t  al (1970) address 
them selves to  the  f irs t s tag e  (planning) of the  developm ent of a school resou rce  
c e n tre . Allan (1974) describes a v arie ty  of m ethods for organising and running 
a school library resource cen tre . Beswick (1972) considers th e  problem s of 
sto rage , physical arrangem ent and indexing for re triev a l of th e  m a te ria ls  k ep t in 
a school resource cen tre . B riault (1974) reports on the  organisation  and use of 
learning resources in schools. Davis (1974) answ ers several questions likely to  
be asked by those engaged in the  developm ent of school resource c e n tre s . 
Edwards (1973) provides guidelines to  the  type of learning resources and asso c ia ted  
equipm ent likely to  be used in schools. Hanson (1975) considers th e  argum ents  
and c r ite r ia  for the selection  and design of learning resources in schools. 
M acKenzie (1971) provides guidelines to  the  schools who are  in th e  business of
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getting  sophisticated  equipm ent for th e ir cen tres  as well as guidelines for th e ir 
m ost e ffe c tiv e  use, and Malcolm (1973) ed ited  six a rtic le s  w ritten  by schoolm asters 
who explain th e  philosophy behind the developm ent and use of th e  resource 
cen tres  in use in each of th e ir schools.
Because of his involvem ent w ith the  Schools Council R esource C en tre  P ro jec t, 
Beswick has been able to  w rite  about the  developm ent of such cen tres  in schools. 
In "Organising Resources" he w rote: "The book intends to  answ er questions like: 
What type of organisation was required w ithin a school so th a t te ach e rs  ana 
pupils alike had ready access to  all th e  learning resources they m ight need, in 
w hatever way they  fram ed or conceptualised th a t need? W hat type of 
organisation  was required so th a t te ach ers  could produce th e ir supporting 
m a te ria ls , and have access to the raw da ta  from which the  new resources w ere 
c rea ted ?"  (1975:3). His book considered a t length the  m erits  and disadvantages 
of various m ethods of re triev a l, O .C .C .I., the  d ic tionary  ca ta logue  and the  
classified  ca ta logue . He favoured O .C .C .I. because it allows good re tr ie v a l, 
provides th em atic  re ferences in co n tex t of index, can be used by several enquirers 
a t  th e  sam e tim e, allows long index searches and is used with ease and p leasure . 
His main conclusions about resource cen tre s  in schools were:
"1. The organisation of resources is desirab le and possible to  increase
resource usage.
2. The L .R .C . — learning resource cen tre—  was m ost e ffe c tiv e  when 
its  ex istence arose from  curriculum  need.
3. Close link of resource production with lib rary  asp ec t of L .R .C . was 
o ften  very advantageous.
4. No one indexing was su ffic ien tly  advantageous.
5. C lose physical continuity  of resources library and resources
production was o ften  valued.
6. V ariety of makes and equipm ent was in evidence in schools.
7. A ppointm ent of a  very senior Head of R esources was found valuable.
8. An L .R .C . was in itia lly  a m ore organised way of making use of
availab le  m a teria ls , s ta ff  and funds; and
9. Expensive production equipm ent was o ften  usefully sited  a t  te ach e rs
cen tre s"  (Beswick 1975:79-81)
Two years Ja ter he w rote th a t: "We co llec t books, pam phlets, periodicals, audio 
visual m a te ria ls , models, educational gam es, maps and ch a rts , a r te fa c ts  and 
museum item s for a  varie ty  of purposes, and some item s will be sev iceab le  for 
more than  one of them  (Beswick 1977:125). Eleven fundam ental purposes w ere 
provided:
1. To convey a concept or a sim ple succession of fa c ts .
2. To give a broad overview  and include a varie ty  of concep ts and fac tu a l
accoun ts.
3. To s tim u la te  in ten t and ac tiv ity .
4. To give p re-determ ined  ac tiv itie s  or exercises for th e  s tuden t to  follow.
5. To re in fo rce  and supplem ent w hat has already been le a rn t or p resen ted
in o ther ways.
6. To provide p rac tica l exam ples of things already discussed.
7. To p resen t inform ation and stim ulus in a v arie ty  of d iffe re n t ways.
S. To give experience in handling d iffe re n t m edia fo rm ats.
9. To give experience in basic research  tools.
10. To provide basic inform ation for teach ers  and o thers in the  m an u fac tu re  
of th e ir  own resources and the  planning of the  lesson; and
11. To give pleasure and delight.
The im pact of resource cen tres  in schools has been clearly  illu s tra ted  by Gibbon 
(1931:64) who s ta te d  th a t: "For a num ber of Scottish  schools, a resource  c e n tre  
has been viewed as a way of increasing e ffec tiv en ess , not only in te rm s of its  
physical provision, but also in its con tribution  to com m unications". Gibbon also 
found th a t m ost schools in Scotland have some so rt of resource o rgan isation , 
although only a few  have developed a resource cen tre  in the  s t r ic te s t  sense. 
In this la s t connection H am ilton and Tucker (1931) have argued th a t th e re  is now 
a growing recognition of the  need to  coord ina te  resource provision ra th e r  than  
pursue its  to ta l cen tra lisa tio n .
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DEVELOPMENTS IN HIGHER EDUCATION
The provision of fac ilitie s  and s ta ff  for 
educational innovations in higher education
A num ber of research  w orkers have exam ined into the  provision of fac ilitie s  and 
s ta f f  to  support individual academ ics in th e ir e ffo r ts  to  im prove th e ir  teach ing  
and learning p rac tices . The Hale C om m itte  (1964) pioneered s ta f f  developm ent 
by recom m ending the  study of teaching and the train ing of university  le c tu re rs  
in teaching  skills. A second repo rt suggested th a t the  estab lishm en t of cen tra l 
units to  support educational innovations could help im prove teaching  and could 
save in costs in the  long run (3ones 1965).
Ten years la te r  th e re  w ere th ree  m ajor reports which provided accounts of 
research  into the  provision of fac ilitie s . Gibbs (1975) provided a review  of 
audio visual s ta f f  in un iversities, C .E.T. (1975) studied through a survey th e  
provision of learning resources in teach er education , and the  N uffield Group for 
R esearch  into Higher Education (1975) concluded two years of research  into the  
fac ilitie s  for supporting teaching .
The N uffield Group repo rted  in five areas: th e  services availab le , consultancy
provided by the  serv ices, te ach e rs ' a ttitu d e s  on teach ing , the  ex isting  rew ards 
for involvem ent in educational developm ent, and th e  finances of th e  support 
serv ices. It reported  th a t the  serv ices availab le, "can only be fully explo ited  
when the  whole academ ic com m unity acknow ledges them  as a  co llec tiv e  
responsibility , and recognises them  as a means for the  general im provem ent of 
the  teach ing  and learning" (p 14). Regarding th e  train ing  of un iversity  te a c h e rs , 
the Group found th a t for many teachers  who a ttended  courses th e  m ost useful 
outcom e of the  exerc ise  was social ra th e r  than  academ ic, th a t  they  a re  well 
aw are th a t to  im prove th e ir p rac tices  tim e and energy would be needed, which 
can only be found a t the  expense of th e ir research  a c tiv itie s . The conclusion 
; as th a t m ost academ ics do not im prove th e ir  teaching  for lack of tim e . The 
Group w ent on to  suggest th a t "train ing is m ore likely to  succeed if it gives 
the teach ers  g re a te r  responsibility for developing th e ir own co m petence , w ith a 
minimum of dependence on outside ex p ertise . C ooperation betw een a c e n tra l
body, the departm en ts  them selves and th e ir s ta f f  seem s to  be a useful form ula 
for progress". (p30).
R egarding rew ards th e  Group discovered th a t many academ ics think th a t  prom otion 
should take  into consideration outstanding contributions tow ards teaching  as well 
as com petence in research . H owever, the large m ajority  of academ ics reckoned 
th a t a t  p resen t th is is not the case . The Group also found out th a t for many 
teach ers  prom otion is not the  only form  of rew ard since a  g re a t many te ach e rs  
place a high value on job sa tisfac tio n  obtained through the re sp ec t aceordea o 
them  by studen ts  and colleagues.
The G roup’s research  showed th a t th e  un iversities ' com m itm ent to  the  study of 
teaching and learning was re la tiv e ly  low. Most universities have se t up som e 
so rt of co m m ittee  but have not given it any rea l power or financial resources. 
Of those institu tions studies, the  Group reported  th a t the  budget of the  support 
units varies betw een 1% and 1.5% for universities w ith less than 6,000 s tu d en ts .
The N uffield Group concluded th a t although th e re  a re  signs of change, th e re  a re  
still many defences against change. What follows is a sum m ary of th e  defences 
and of the signs of progress.
The D efences:
1. Teaching is not im portan t.
2. S tudents should not be spoon-fed.
3. The s ta tu s  quo is a lrigh t.
4. All changes have already been tr ied .
5. Gim m icks are  in e ffec tiv e .
6. C urriculum  developm ent is for schools.
7. A cadem ic freedom  allows le c tu re rs  to  do as they  wish.
The Indications for progress:
1. Support services function properly when recognised to be a p a r t  of th e
com m unity.
2. It is im portan t to  c re a te  an in stitu tiona l aw areness about th e  changes.
3. The reac tions of students are  im portan t.
4. Rew ard is crucia l but need not to be lim ited  to prom otion.
5. It has been proved successful when cen tra l units are  c re a te d  on a sm all 
scale  and grow according to  dem and and consultancy is inexpensive to  run.
6. Support is unlikely to  be e ffe c tiv e  unless it is carefu lly  planned and 
coord inated .
7. A co m m ittee  should have com and of a budget and be responsible for s ta f f  
developm ent.
8. D epartm en ts  should c re a te  th e ir own means to  review  th e ir  courses on a 
regular basis.
9. The sharing of resources needs to  be encouraged.
H arris (1977) conducted a survey of academ ic grades of people involved in s ta f f  
developm ent and m ade a genera lisa tion  in which he assigned the  variab le  Y to  
the  to ta l num ber of s ta f f  and X to the  full tim e equivalen t studen ts  and cam e 
up with th e  following form ula:
0.0012 X 4 Y  ^  0.0012 X
The conclusion was th a t "looking a t  th e  level of academ ic provision ... the  onus 
is put on a few  appoin tm ents to  c o n ta c t and work with a  very la rge num ber of 
colleagues. It is hardly surprising th a t the  im pact of train ing  on un iversity  
teach ers  has been so sm all. Most un iversities spend 1% or less of th e ir  budget 
in th e ir to ta l provision" (p 60).
This inform ation  in supplem ented by C ry e r’s (1981) survey, which invesigated  who 
w ere the  s ta f f  developers in universities and polytechnics in the U.K. H er 
survey showed th a t in the responding universities developers w ere d is trib u ted  as 
shown in tab le  2.1.
TABLE 2.1: S taff D evelopers I
U niversities Poly technics
C en tra l Units 37% 64%
D epartm ents of Education 20% 24%
A cadem ic D epartm ents 28% 20%
M iscellaneous o thers 14% 1%
A nother com parison presen ted  by C ryer enquires w hether these developers w ere 
full or p a rt tim e; this is sum m arised in tab le  2.2 below which speaks for itse lf .
TABLE 2.2: S ta ff D evelopers II
U niversities Polytechnics
Full tim e 28% 52%
P art tim e 63% 48%
Spare tim e 8% —
C ryer also argued th a t the  developm ent of train ing in polytechnics is a li tt le  
older than in universities. Most polytechnics were designated betw een  1969 and 
1973 and, because of the  need to  va lida te  courses as well as th e ir  quinquennial 
review s, polytechnics gave a high p rio rity  to  satisfying C.N .A.A . req u irem en ts, 
which in turn  led to  the allocation  of resources in tim e, funds and s ta ffin g  in 
support of s ta f f  and curriculum  developm ent. The im petus th a t moved un iversities 
tow ards s ta f f  developm ent was th e  1974 ag reem en t on p robationers -between th e  
U niversity  Panel of U .G.C. and the  A ssociation of U niversity T eachers, which had 
a much sm aller e f fe c t .
According to Im rie (1975) s ta ff  developm ent did not arise  from  o ffic ia l policy 
recom m endations but grew more out of organisers* experiences and from  th e
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responses of partic ipa ting  s ta f f .  For these  experiences to  be m ore fru itfu l 
Sayer (1977:262) o ffered  a word of advice for the  s ta f f  who, in c e n tra l un its, 
a re  concerned with s ta f f  developm ent: "S taff developm ent is seeking its  way,
and although in tim a te ly  re la ted  to  o the r serv ices, m ust not be tied  to  th e ir  
d ire c t in te re s ts . In my view audio visual personnel m ust accep t th e  sam e 
boundary conditions as o the r support groups, i.e . th a t th is is essen tia lly  a serv ice  
role in which they  m ust endeavour to  m eet needs but may not reasonably c e r t ify  
problem s, p rescribe solutions, or impose them selves on individuals, groups, or 
even on s ta f f  developm ent".
Institu tiona l R esource C entres
R eports on developm ents of resource cen tre s  in higher education , p articu la rly  a t 
the  in s titu tional level, are  also num erous. For exam ple, Fotherg ill (1973) provided 
descrip tions of functions of in s titu tiona l resource cen tres  and iden tified  7 te a c h e r 's  
needs in resource based learning: the  teach er needs to  know of th e  ex isten ce
of th e  m a te ria ls  and th e ir  co n ten t, he needs to  be able to  preview  th e  m a te ria ls  
and com pare them , he may require the  support of courses, or a t  le a s t periods 
of discussion w ith o ther users of th e  m ate ria ls , he needs to  be able to  ob ta in  
th e  se lec ted  m ateria ls  for the  courses th a t he wishes to  p resen t to  his s tu d en ts , 
he needs th e  equipm ent to  ensure th a t the  m ateria ls  th a t a re  availab le  can  be 
explored by and exposed to  the  s tuden t, he will also need to  produce som e 
m ate ria ls  h im self, and he needs the  advice of those who are  experienced  in 
research  and validation techniques. Fotherg ill suggested th a t  " it is th e  a t te m p t 
to  provide th e  organisation which is necessary  to  m eet these  expressed teach ing  
needs which lies behind v irtually  all proposals for the  estab lishm en t of resou rce  
cen tre s  in colleges" (p 8).
H arris and Kirkhope (1979) looked a t the  costs of learning resources in th e  
in s titu tiona l resource cen tre  and o ffered  a word of advice for s ta f f  concerned  
w ith the  production of these resources: "it is c lear th a t provision of th ese
serv ices involves a considerable investm ent in money and academ ic and L ibrary  
s ta f f .  Although each individual pack may not appear to  be very  expensive, 
nevertheless w ith a buildup which is not m onitored, th e  provision of self
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in struc tional m ateria ls  in these  fo rm ats  uses precious resources a t  a surprising 
ra te "  (p i33).
G ilbert and W right (197i)  proposed an au tom ated  system  for cataloguing audio 
visual m a teria ls  in th e  U.K. Enright (1972) considered some of the  im plications 
of introducing non-book learning resources into the  library . H arris (1979) 
addressed him self to  the  organisational problem s of self in struc tion  in the  lib rary- 
resource ce n tre .
In o rder to  illu s tra te  both th e ir developm ent and th e ir d ifferences  with 
d epartm en ta l c en tre s , two in stitu tional resource cen tre s  are  briefly  review ed 
below, th e  Dundee Coliege of Education R esource C en tre  and the  Plym outh 
Polytechnic Learning R esource C en tre . These w ere chosen because they  w ere 
among the  f irs t to  be estab lished  and a re  typ ical of th e  developm ents of 
in s titu tiona l resource cen tres  in higher education.
The Dundee C en tre : The idea of a resource c en tre  a t  th e  Dundee C ollege was
triggered  by th e  prospect, in 1968, of a new college building as well as by the  
presence of a large number of s ta f f  involved in program m ed learning and rem edial 
work. There was an opportunity  to  plan th e  provision of a lim ited  num ber of 
study ca rre ls  in order to  allow self in struc tion  to  tak e  place w ithin th e  College 
library. Gill (1975:153) has reported  th a t once the  plans w ere com pleted , the  
nex t step  was to  look into the im plem entation  of the  idea and "the only way to  
obtain su itab le  program m es for use in the  resource cen tre  was to  m ake them ". 
T herefore a production unit for teaching  and learning m ateria ls  was estab lished  
and over a period of th ree  years a d epartm en t of th ir ty  s ta ff  was built up with 
production fac ilitie s  for p rin t, film , sound and te levision.
Much e f fo r t  was put into the  design of ca rre ls  because none of th e  m odels 
com m ercially  available o ffered  the  righ t com bination of fac ilitie s . H ence th e  
cen tre  developed the ir own ca rre l which provides an unclu tte red  work a re a  and 
houses in terchangeab le  desk units to  give synchronised type slide, hand o pera ted  
slide or film strip , video c a sse tte  reco rder and m onitor, or te levision m onitor w ith 
rem ote  con tro l. The final arrangem ents  in the  resource c en tre  included 20k of 
these ca rre ls , 96 reading spaces, a relaxation  a rea  and shelving for a  co llec tion  
of about 125,000 volum es.
C larke (1976) has reported  th a t  th e  resource c e n tre 's  main concern  has been 
to  prom ote Individualised learning throughout the  co llege 's  courses; p rocedures 
have been evolved to  ease problem s th a t  have arisen in th e  process o f change.
The Plymouth Centre: The Plym outh College of Technology was estab lished  as
Plym outh Polytechnic in 1969, w ith about one thousand full tim e  equ ivalen t 
s tuden ts. Although th e  s ta f f  w anted to  expand th e  num ber of courses th e  
C.N .A.A . decided in 1971 not to  approve any new courses on th e  basis th a t  th e  
Po ly techn ic 's  L ibrary had an inadequate provision (about 15,000 volum es). P rio rity  
was given to  th e  library developm ent, a new chief lib rarian  appointed and th e  
need for a new library  building was placed a t the  top  of th e  poly 's building 
program m e. At th e  sam e tim e th e  Polytechnic decided to  sh ift its  em phasis 
from  th e  conventional mode of teach ing  tow ards a m ore learning o rien ta te d  
s itua tion , in which independent study was to  play a g re a te r  p a rt. It was also 
fe lt  th a t th e re  was a need for support in th e  areas of reprographics, photography 
and educational serv ices in order to  be able to  produce th e  new learning packages. 
Thus th e  planning for th e  new library  em erged in the form  of a learning resource  
cen tre .
The Plym outh Polytechnic Learning R esource C en tre 's  aim of 'prom oting e f fe c tiv e  
learning in th e  poly technic ' has been sp lit into four ob jectives, as follow s:
"1. To increase the  P o ly techn ic 's  available stock of e ffe c tiv e  learn ing
m ateria ls  through acquisition , indexing and physical m ain tenance.
2. To m ake learning m ateria ls  availab le for use through app rop ria te
library serv ices.
3. To s tim u la te  the  innovation in teaching  and learning in th e
Polytechnic through appropria te  educational serv ices.
a) to  cause learners to  use learning m ateria ls  e ffec tiv e ly ,
b) to  cause teach ers  to  design e ffe c tiv e  learning situa tions.
k. To fa c ilita te  the  design and production of e ffe c tiv e  learning
m ate ria ls  through media production serv ices and workshop fac ilitie s" .
(Sidgreaves 1980:21)
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C onsequently , the cen tre  was organised in 1973 with th ree  main serv ices:
(i) lib rary , organised to  include a bibliographical serv ice  and a readers serv ice .
(ii) educational services organised to provide library  instruc tion  and professional 
developm ent. (iii) production serv ices consisted  of the  production fac ilitie s  as 
such and a workshop area  was used as a train ing base and for m ain tenance of 
equipm ent.
INNOVATIONS BY SUBJECT
R eports of innovations by sub ject a re  much more frequen t in the  n a tu ra l sciences 
and m athem atics  than in the  social sciences. Below is a se lec tion  of these  
repo rts , which cover physics, engineering, chem istry  and psychology.
An overview  of innovations in Physics was provided by Elton (1975) who said th a t  
a num ber of these  have stood the  te s t  of tim e and have becom e a so rt o f ’bag 
of too ls ' from  which to  se lec t the m ost appropria te  for a given purpose. Nine 
of these innovations a re  listed  and re lev an t re fe ren ces  given.
1. The audio tu to ria l m ethod in which a s tuden t is provided w eekly w ith 
study m ateria ls  and w ritten  or taped  instructions (D ietrich  1972), 
(Baez 1973).
2. P rogram m ed tex tbooks, particu la rly  in th e  teach ing  of anciiliary  sub jects 
such as m athem atics (Stroud 1970).
3. The provision of se lf te s ts , for studen ts to  assess th e ir own progress
(Davis and Hills 1972).
4. Self paced system s of in struc tion  •;K eller 1968), (Green 1971).
5. Self serv ice labora to ries (Brandt and P rice 1973).
6. C om puter aided instruction  (Bork 1975).
7. P ro jec t work (Hewton 1975).
8. A ssociation with research  work (M acVitar 1973), (Anderson 1974), (Breslim  
1974).
9. M ethods and teaching  m ateria ls  for stim ulating  co-operation  in groups. 
(Black e t  al 1968 and 1974).
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Fisher (1977), repo rted  on m echanical engineering undergraduate  teach ing . The 
s tuden t need for acquiring a high standard  for experim en tation  as well as for 
the  analysis of resu lts  and th e ir  p resen ta tion  in w riting have trig g ered  th e  
developm ent of subjects w ithin m echanical engineering, nam ely Engineering 
E xperim entation  and C om m unication Studies. The approach was in tw o p arts : 
The f irs t followed a  work booklet in which the objectives and aim s w ere given 
and which studen ts  com pleted  in th e  labora to ry . The second p a rt w ere labo ra to ry  
p ro jec ts in which studen ts  w ere given a s ta te m e n t of th e  p a rticu la r problem  to  
be investigated  and then encouraged to  work independently  to  solve it. 
Com m unication Studies placed p a rticu la r em phasis on im proving basic 
com m unication skills especially  techn ica l w riting and speaking, needed in both 
the academ ic and industrial p a r t of th e  m echanical engineering course.
A pter (1978) review ed some innovations in undergraduate psychology teach ing , 
w ith p a rticu la r re fe ren ce  to  the  use of video ca sse tte s , w here he saw th re e  
m ajor advantages. The f irs t is varie ty  because the  "m ore m edia and techniques 
used in teach ing  the  easie r we may exp ec t it to  be for th e  s tuden t to  m ain tain  
a tten tio n  and in te res t"  (p25). The second advantage is th a t te lev ision  can do 
things th a t can only be done w ith d ifficu lty  in a lec tu re , for exam ple, in terv iew ing 
people whose work is being discussed. The th ird  advantage is th a t  a program m e 
availab le in video c a s se tte  may be seen as many tim es as desired . H ow ever, 
A pter was not arguing th a t "television should rep lace the  le c tu re , but sim ply 
th a t telev ision  is a medium which can be used to  add v arie ty , im prove p resen ta tio n  
and perhaps even supplem ent th e  norm al lec tu re  course a t th e  higher education  
level" (p25).
Johnstone and Sharp (1979) review ed th ree  innovations in chem istry  teach ing  in 
un iversities. The f irs t is diagnostic testing  and individual tu itio n , which has 
been developed to  avoid studen ts  being hopelessly and even irre tr iev ab le  lo st a t 
the  tim e of the  exam ination . Once a week th e  class is divided in to  four sm aller 
units for revision and question and answ er sessions or for a com puterised  diagnosis 
te s t ,  for those students w ith problem s tu to rs  are availab le daily a t  p re -ad v ertised  
tim es. The second a rea  of innovation is self in struc tion  w here se lf paced 
m ateria ls  a re  available for undergraduate  and postg raduate  s tuden ts. The th ird  
concerns the  learning of new laborato ry  techniques and gaining ex p erim en ta l 
ex pertise  a t th e  required level. To achieve th is a f irs t labo ra to ry  p ra c tic a l is
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highly s tru c tu red  and closely supervised, while the next one is an application  
employing th e  new technique with no form al instruction .
PARTICULAR INNOVATIONS
There a re  rep o rts  which co n cen tra te  on innovations but the  specific  su b jec t com es 
to  a secondary level. These are  usually carried  out in associa tion  w ith
d ep artm en ta l resource cen tre s . Several of these a re  review ed below.
Innovating the  le c tu re
A firs t se t of innovations to  be review ed concerns the  lec tu re , which is regarded  
by m ost au thors as the  conventional or trad itional mode of teach ing . Hills 
(1975:515) has argued th a t the  le c tu re  is adm in istra tively  conven ien t, th a t  it 
assem bles s ta f f  and studen ts in one place a t  one tim e so th a t during the  le c tu re  
period a ce rta in  am ount of m ateria l can be covered , th a t s ta f f  like th e  le c tu re  
because it gives them  a sense of involvem ent w ith th e ir s tu d en ts , and th a t
studen ts also like lec tu res  and regard them  as th e  rea l s tu ff  of education  which
will give them  knowledge if they are  regularly  inm ersed.
Davis (1976) disagreed sta ting  th a t "studen ts a re  rem arkable: they  s it busily 
through hundreds o f hours of diligently  prepared  and carefu lly  p resen ted  lec tu res  
and they  learn  lam entably  little "  (p33). During a two year period he supplied 
his studen ts  with carbon and copy paper a t the  beginning of th e  le c tu re s  and a t  
the end they  w ere asked to  hand in the carbon copy of the  notes they had tak en . 
One of Davis conclusions was th a t th e re  is a gross m ism atch of the  le c tu re r 's  
own ob jectives in any lec tu re  and the  ob jectives as in te rp re ted  by stu d en ts  w ithin 
the  co n tex t of th e ir  own p rio rities  and expec ta tions.
According to  Bligh the  le c tu re  m ethod may be used for th ree  main ob jectives: 
the  acquisition of in form ation , the  prom otion of thought and changes in a ttitu d e s  
and th e re  are  five situa tions in which the  in troduction  of a lte rn a tiv e s  to  th e  
le c tu re  is justified :
"1. When negative tran sfe r is to  be avoided.
2. If se lf pacing is desirable.
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3. If ac tive  partic ip a tio n  is needed.
4. To p resen t b e t te r  and varied stim uli.
5. Because involvem ent fosters m otivation."
(Bligh 1972:18)
Allen (1975) in troduced in his le c tu res  a two channel slide p resen ta tion . One 
channel com prised a pair of p ro jec to rs  coupled with a fade unit which was used 
to  p resen t step  by step  diagram s or analysis line by line; onc^ th e  sequence 
was com pleted  th e  slide was tran sfe red  to  the  second channel w here it  con tinuea 
to  be displayed and channel one was free  to s ta r t  a new sequence. In s tuden t 
reac tions ascerta ined  by means of a questionnaire, th e  two channel slide 
p resen ta tion  was ra ted  more highly than the average blackboard p resen ta tio n . 
Allen concluded th a t "this study has established the  in itia l prem ise th a t by 
improving the  visual side of a le c tu re  program m e substan tia l benefits  can be 
obtained in the  a rea  of s tu d en t study e ffic iency . In addition these ben efits  a re  
shown to  be g re a te r  in number if a  two channel p resen ta tion  is adopted as the  
im provem ent, ra th e r than p re-p repared  m a te ria l on a single overhead p ro jec to r"  
(p 55).
Program m ed Learning
Program m ed learning is perhaps one of th e  ea rlie s t moves away from  th e  le c tu re  
and the  book. The A ssociation for Program m ed Learning and Educational 
Technology has dissem inated the  principles of program m ed learning through th re e  
main m eans, the  journal Program m ed Learning and Educational Technology, the  
The Y earbook of Educational and Instructional Technology, and the  Proceedings 
of its Annual C onference —  A spects of Educational Technology. C alder and 
M cFarlane (1976) considered th a t program m ed learning was s till evolving, th a t 
over th e  years the  quality  of program m es had improved no ticeab le  and th a t  
program m es tended to  be more im aginative and m ore in te restin g , being based on 
a richer theory  of learning" (p 2).
The K eller Plan
A nother well reported  innovation is the  K eller plan (K eller 1968) which was 
designed for s tuden ts to work on th e ir own and a t  th e ir own pace . A la rge 
number of advantages have been claim ed for the  K eller plan, in p a rticu la r when
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com pared w ith th e  conventional le c tu re . F reem an tle  has sum m arised th e se  as 
follows:
"The s tuden t is able to  work a t  his own ra te , th a t is when he w ants to .
The s tuden t learns to  study independently .
The stu d en t knows w hat he has to  achieve.
The s tuden t is able to  receive personal help and guidance. The help is geared
to  the  needs of the  s tuden t; thus th e  weak s tuden t has m ore opportun ities of 
receiving m ore a tten tio n  than a stronger or m ore independent s tu d en t.
The s tuden t is not rushed passed d ifficu lt parts  nor is he back on m a te ria ls  
a lready  m astered .
The stu d en t and the  te ach e r both rece ive  regular feedback  on th e  s tu d en t progress. 
The stu d en t is ac tively  involved in learning.
As each  stu d en t passes a unit te s t  th e  te ach er is assured th a t th e  s tu d en t has 
achieved som ething.
The course is defined on paper and th e re fo re  accessib le to  both te ach e rs  and 
studen ts.
(F reem an tle  1976:52)
Bridge (1976) conducted a survey of 37 self study courses based on th e  K eller 
plan in th e  U.K. and Ireland and found th a t higher education te ach e rs  had two 
m ajor reasons for introducing th is so rt of innovation, d issa tisfac tion  w ith th e  
conventional le c tu re  and a ttra c tio n  to  the po ten tia l advantages of se lf study 
courses. One of his conclusions was th a t "some of th e  outcom es of se lf study 
courses a re  p red ic tab le . They produce exam ination resu lts  which a re  as good, 
or slightly  b e tte r ,  than th e  resu lts  of trad itional courses, yet te ach e rs  a re  sa tisfied  
th a t th e  s tuden t is learning m ore. They are  popular w ith studen ts who a p p rec ia te  
the  high degree of s ta ff /s tu d e n t c o n tac t, and th e  way in which se lf study units 
can c a te r  for d iffe ren t ways and speeds of learning" (Bridge 1976:223).
M elton (1981) reported  on a number of variations of the  K eller plan . One 
varia tion  which he calls 'R efined L inear', consists of defining a co re  e lem en t of 
th e  course on which slow er students can co n cen tra te  w ith th e  additional advan tage  
of reducing anxiety  in s tuden ts. A second varia tion  is called  'V ariable R o u te ', 
which is sim ilar to  the  above, but o ffers  choices of ro u te . The th ird  v a ria tio n  
called  'M odular Learning' makes units th eo re tica lly  independent from  each  o th e r.
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The final v aria tion , ’Independent Study’, o ffers  studen ts  th e  opportunity  of self 
d irec ted  pursu it of goals.
Audio Tapes
A nother w idely reported  innovation in higher education  is th e  use of audio 
ca sse tte s . For exam ple Hough (1976) ind icated  th a t  one of the  m ajor problem s 
in teach ing  ce rta in  topics is guiding studen ts through heavy m a th em atica l proofs 
and as a solution in troduced the  audio-booklet m ethod, which consists of an audio 
tap e , of about ten  to  tw enty  m inutes, to  be used w ith a prin ted  booklet providing 
only the  skeleton  m athem atics  and diagram s. The advantages claim ed for th is 
m ethod a re  ’’sim plicity  in p repara tion , cheapness, th e  fa c t  th a t th e  s tu d en t has 
a perm anent c o rre c t se t of notes and finally  th a t th is  new form  seem s especia lly  
su itab le  for m athem atica l proofs” (p 324).
Spencer (1977) developed a m ultiple choice questionnaire to  assess s tuden t learn ing  
from  audio and video tapes; it included questions both on th e  theory  and app lica tion  
of th e  inform ation  p resen ted  and on s tuden t p re fe ren ces . The resu lts  ind ica ted  
th a t ”a m ajority  of the  subjects (54%) p re ferred  th e  high cost V.T.R. com pared  
with booklet tape  (16%). However, although the  booklet tap e  was p re fe rred  by 
a com paratively  sm all num ber of s tuden ts, a high p ercen tage  (65%) found th e  
booklet tap e  su itab le  for p resen ta tion  of the  concep ts involved in th e  top ics 
chosen and th e  sam e proportion also fe lt  th a t booklet ta p e  had defin ite  advan tages 
over th e  m ore trad itio n a l prin ted  m ateria l used to  supplem ent le c tu re s” (p 76).
Tomlinson (1979) showed th a t th ree  tape /pam ph le t independent learning packages 
w ere a t least as e ffec tiv e  as th ree  conventional lec tu res  in physiology in 
generating  both short and long te rm  a tta in m en t of th e  sam e learning o b jec tiv es. 
He argues th a t the  novelty of th e  experience may safely  be assum ed to  have 
guaran teed  the  s tu d en ts ' best e ffo rts . "It is, how ever, possible th a t  long te rm  
reca ll of learning from  the  packages may have been superior to th a t  from  th e  
lec tu res"  (p 261).
Video Tapes
The in troduction of video recordings is another innovation in higher educa tion  
teach ing . Moss and M cLachlan (1976) developed a series of six video record ings 
which described some aspects of th e  radiology of th e  ch est. A fte r view ing,
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final year m edical studen ts w ere given questionnaires to  com plete anonym ously 
and w ithou t supervision. A lthough some discussions occurred  during questionnaire  
filling in, th e  authors claim  th a t the  resu lts in fac tu a l questions w ere su ffic ien tly  
varied to  suggest l i t t le  or no co llaboration . Also th a t  s tuden t a ttitu d e s  to  th e  
experience w ere varied , which im plied th a t no dom inant studen t was influencing 
the  group. The authors assigned high w eight to  s tu d en ts ' favourable com m ents 
in concluding th a t: "In general students have com m ented very favourably  on th e  
cap ac ity  of video tapes to  p resen t fine radiographic m a te ria l and we conclude 
th a t it is an appropria te  m ethod for th is purpose" (p 398).
Vaugham and Marks (1976) developed video taped  m a teria ls  ou t of concern  for 
the  lack of interview ing skills tra in ing  in th e ir  psychiatry  studen ts  and because 
trad itio n a lly  m edical studen ts  "have been le f t to  develop in terview ing skills 
through un tu tored  observation of senior s ta ff  a t wards rounds or out door p a tien t 
clin ics, and repea ted  p rac tice  w ith ne ither surveillance nor co n struc tive  c ritic ism " 
(p 170). They w ere concerned th a t fa ilu re  to  teach  explicitly  w hat so rt of 
things to  say, and when, may lim it the  efficacy  of s tu d en t in terv iew ing. Vaugham 
and Marks m ade ex tensive use of video taped  m a te ria l, especially  for providing 
exam ples of both experienced and novice in terv iew ers w ith em phasis on 
appropria te  in terv iew  behaviour as well as on th e  h istory  being e lic ite d . They 
concluded th a t in com parison with the  trad itio n a l tra in ing , although th e  video 
train ing  placed m ore em phasis on the  mode of acquisition than  on th e  end p roduct 
it was "significant th a t the  video train ing  studen ts  gained and rep o rted  about 
the  sam e am ount of inform ation  as the  trad itional tra in ing  s tuden ts. This resu lt 
seem s su ffic ien t to  ind icate  the  use of an econom ical videofeedback package in 
p re fe ren ce  to  the  troublesom e and tim e consuming trad itio n a l approach" ( p i74).
Sum m erfield (1978) studied the  uses of video in teaching  psychology in 
undergraduate courses and found th a t educational videos are  used in th re e  main 
ways: to  condense a lengthy experim ent into a series of p ic tu res; to  allow 
dem onstration  procedures which could not be carried  out in fro n t of a c lass and 
to  teach  a specific  technique. She suggested two o ther situa tions in which 
videos can be used: for th e  analysis of com plex behaviour p a tte rn s  in both
people and anim als and to  enable people to  becom e m ore aw are of th e ir  own 
in te rac tio n a l behaviour through the  w atching of videos of them selves. Her 
conclusion was th a t "video is fa s t expanding and p resen ts psychologists w ith
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pow erful new opportunities for com m unication. A full understanding of how it 
can be used to  teach  psychology is fa r  from  being reached yet"  (p 23).
Sturgeon (1979) experim ented  w ith th e  uses of videos to  assess e ffec tiv en e ss  in 
teaching  m ental s ta te  exam ination . In o rder to  com pare s tu d en ts ' p ro ficiency  
in a cc u ra te  observation , two groups w ere form ed: one who rece ived  th e  video
taped  teach ing  and the  o ther not exposed to  video. A ccuracy of observation  
was m easured by th e  s tu d en t's  ab ility  to  sh ift from an in co rrec t opinion about 
a p a tien t tow ards a m ore acc u ra te  assessm ent following th e  live in te rv iew . The 
conclusion was th a t  "students who had received  videotaped teach ing  w ere able 
to m ake m ore acc u ra te  judgem ents than  those who had not. This ab ility  was 
not re la ted  to  ce rta in  personality  a ttitu d e s  m easured, nor to  an ab ility  to  d e te c t 
subjective e lem en ts  in the  in terv iew , nor is it re f le c ted  in th e ir  exam ination  
resu lts. The only significant variab le found to  influence th e ir ab ility  was w hether 
or not th e  s tu d en t had received  video taped  train ing" (p 204).
THE DEPARTMENTAL RESOURCE CENRE
R eports seem  to  ind icate  th a t the  developm ent of d epartm en ta l resource  ce n tre s  
is due, in th e  f irs t instance, to  th e  concern , in te re s t and enthusiasm  of one or 
tw o m em bers of the  academ ic s ta f f  who have had the  sym pathetic  support of 
the  head of the  d ep artm en t. It is claim ed th a t,  by and la rge , academ ics do 
not devote the  necessary  tim e to  teach ing  for various reasons. For exam ple 
Garland e t al have described th is s itua tion  thus:
"A sc ien tis t wishing to  undertake a research  p ro jec t would for a 
s ta r t  usually read the  re levan t li te ra tu re , fo rm ulate  the  aim s of 
th e  p ro jec t, and identify  and acquire such resources as a re  needed, 
including new skills ... Curiously th e  sam e sc ien tis t given a teach ing  
p ro jec t would probably not read any li te ra tu re  on educational 
m ethods, would not fo rm ulate  learning objectives for the  s tu d en ts , 
would not a tte m p t to identify  the  m ost appropria te  teach ing  m ethods 
nor consider acquiring expertise  in them , would teach  w ithin th e  
lim its of w hatever resources are  m ade available to  him , and would 
be co n ten t to be constrained in his teaching  by the  tim e ta b le , th e
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curricu lum , and by the  uncritica l a ttitu d e s  of his colleagues and his 
d ep artm en ta l head ..."
(Garland e t  al 1977:169).
Downie and Maden (1981) provided fu rth e r evidence from  th e ir  assessm en t of 
the  views of th e  academ ic s ta f f  in th e ir  d epartm en t on teach ing  in genera l and 
on th e ir se lf in struc tional unit in p a rticu la r. They found th e  paradox th a t  
academ ics a re  in te rested  in innovations, bu t li t t le  e f fo r t is devoted to  finding 
new m ethods because "m ost of th e  innovation in modern science teach ing  is in 
co n ten t, not m ethod. A conscientious biology le c tu re r  finds it  hard enough 
keeping up w ith th e  flood of new inform ation  in his or her teach ing  and research  
a reas, and m ost regard  this as a higher p rio rity  than  an in te re s t in teach ing  
m ethods" (pp 48-U9).
The need for th e  d epartm en ta l resource cen tre  has c learly  been spelled ou t by 
Groves (1975) who pioneered th e  estab lishm en t of such cen tre s . He argues th a t  
th e re  are  several ind icators th a t show th a t  in te re s t in educational innovations is 
growing as a resu lt of a com bination of fac to rs , among which are  the  increased  
availab ility  of audio visual m edia, th e  work of educa tiona lis ts  and psychologists, 
the  increasing number of conferences which deal w ith th e  m a tte r ,  and th e  
em rgence of dep artm en ta l cen tre s . Groves goes fu rth e r "to  seriously suggest 
th a t some sort of departm en tal resource cen tre  ... is essen tia l if educational 
developm ent is to  be seriously pursued. You cannot do research  w ithou t a 
research  labora to ry  —  you cannot undertake educational developm ent w ithou t a 
dep artm en ta l resource cen tre"  (p 37).
Although innovators claim  th a t the  academ ic estab lishm ent does no t y e t provide 
the m a te ria l base and ca re e r rew ards for th e ir  com m itm ent to  innovations, they  
rep o rt th a t one of the  resu lts  is g re a te r  job sa tisfac tio n . In th is connection , 
Novem ber (1978:95) s ta ted : "As to my own enjoym ent, I no longer spend tim e
giving routine lec tu res  which I have heard many tim es befo re . Instead  I now 
devote my tim e to  the  c rea tion  of learning experiences and to  tu to r ia l work 
which co n cen tra te s  on the  individual ra th e r  than  a group".
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Following th is descrip tion  of the  general co n tex t in which dep artm en ta l c en tre s  
have been se t up, this section  moves on to  consider some publications which 
rep o rt on p a rticu la r cen tres .
The Aston Learning Aids L aboratory
This was th e  f irs t to  be estab lished , in 1970. Groves (1971) repo rted  th a t his 
labora to ry  had been opened with th e  in ten tion  of providing access for studen ts  to 
a v arie ty  of audio visual m a te ria l which up to  then had been used in lec tu res  
as well as to  provide o ther m ateria ls  especially  made for the labo ra to ry . His 
argum ent was th a t  in this way th e  teaching  aids becam e learning aids. The 
labora to ry  keeps a quan tity  of self instruc tional m a te ria l in the form  of film s, 
overhead p ro jec to r transparencies, slides and models. There a re  also a  large 
num ber of tap e  players and audio c a sse tte s , which are  mainly produced in the  
labora to ry , and a co llection  of books and rep rin ts. The labo ra to ry  is also 
equipped with a  com puter and television production fac ilitie s . One of the  m ajor 
uses of th e  labora to ry  is th e  replacing of two lec tu re  courses. For one of 
these  courses an appreciable am ount of th e  lec tu res  was put in to  p re-reco rded  
c a sse tte s  which w ere available in the  labora to ry  and th e  15 weekly le c tu re s  w ere 
reduced to  9. An extensive descrip tion of th e  labora to ry  is provided in G roves 
(1972).
The H erio t W att Learning Unit
One of th e  d ep artm en ta l cen tres  which has reported  thoroughly upon its  ac tiv itie s  
is the  H erio t W att Learning U nit. Some of the s ta ff  w ere in te re s ted  in finding 
new and b e t te r  ways of dealing with tu to ria ls , and they w ere p repared  to  co ­
o p era te  in th e  process of developm ent (Cowan, 1973 and 1974). The s tren g th s  
of the  Unit which resu lted  are . "The cen tra lisa tio n  of resou rces, e f fo r t,  
exp ertise  and equipm ent, w ithin the  co n tex t of an e ff ic ie n t ad m in istra tion , m akes 
it possible for the  learning of the individual s tuden t to  be more purposeful, m ore 
e ffec tiv e  and m ore enjoyable, because of the vastly  increased scope of the  
available m ateria ls"  (Cowan 1975a:8-9).
There are  tw o con trasting  approaches to  innovations in th e  U nit. One is open 
ended learning and the o ther is s tru c tu red  teaching , which are  com bined so as 
to  "ensure th a t an am algam  of both types can gain stren g th  from  th e ir  
com plem entary  nature" (Cowan e t al 1974b:5). A nother approach is the  o ffering
to  undergraduates of freedom  to  se lec t the  course con ten t in one sub ject of 
early  study. One of th e  conclusions was th a t: "The evidence of th is experim en t, 
then , suggests th a t o ffering  freedom  of course co n ten t can nurtu re  questionning 
minds, encourage independence in th e  selection  of study m ethods and problem  
solving and g en era te  an in te re s t in topics and issues outside th e  p redeterm ined  
course s tru c tu re "  (Cowan, 1978:146).
One of th e  c h a ra c te r is tic s  of th e  innovations in th e  Learning Unit has been the  
em phasis to  ev a lua te  th e  innovations as well as the  work of the  Unit in general. 
An in te rm ed ia te  assessm ent (Cowan e t  al 1973) and an appraisal (Cowan 1975b:72) 
of th e  work of the  developing U nit showed th a t "The failu re ra te s  for courses run 
in the  Unit have been m arkedly reduced, s tuden t reac tion  is w arm ly favourable, 
the  cost of operation  has proved to  be slightly  less than the  norm in a  fa r from  
o v ers ta ffed  d ep artm en t, and the  s ta f f  who a re  involved have found th a t  th e  
m ethods which have been described have released  them  to  play a m ore e f fe c tiv e  
role in rem edial teaching  on a  one to  one basis, and in en richm ent of teach ing  
with b e tte r  studen ts who would otherw ise have been le f t very much on th e ir  
own, because they had repo rted  no p a rticu la r d ifficu lties" .
The C ard iff Self Instructional Laboratory
Moss e t  al (1977) and Hammond and Roach (1978) reported  th a t a t  the  D epartm en t 
of Zoology of the  U niversity  C ollege C ard iff, th e  necessity  to  accom m odate  
more studen ts  in a lim ited  space m otivated  the  authors to run th e ir  course as 
se lf in s truc tional, and a self in struc tional laborato ry  was developed from  sc ra tc h . 
It covers an a rea  of 127 square m eters  containing 37 study ca rre ls  each  w ith 
an audio visual m achine (cassettescope) and a m icroscope. T here is also a  
c e n tra l experim en tal a rea  and sto rage  areas. A t th e  end of th e  labo ra to ry  th e re  
is a s tu d en t study room with easy chairs, low tab les , a  colour TV m onitor and 
tape  slide m achine.
The course and the  labora to ry  have been regularly  m onitored and ev alua ted  and 
the general opinion of both s ta f f  and students is th a t it is a g re a t im provem ent 
on th e  fo rm er conventional course for four m ajor reasons;
” 1. The inform ation contained  in th e  carefu lly  prepared  te x ts  and
audio visual program m es is presented  fa r  m ore c learly  and 
accu ra te ly  than it could be in a le c tu re .
2. P rac tica l exerc ises a re  no longer separa ted  from  theory , as 
they  are  com plete ly  in teg ra ted  into the  study program m e.
3. The studen ts a re  able to  work a t th e ir own pace and a t  th e ir  
p re fe rred  tim e of day. There are  tu to rs  always on hand to  
give individual and im m ediate  a tten tio n .
4. Because the  in form ational con ten t of the course is in 
perm anent form  (tex t and audio visual program m e), in stru c to rs  
in higher level courses can develop teach ing  program m es 
e ffic ien tly  from  a solid foundation".
(Roach and Hammond 1981:5)
The Queen E lizabeth  Learning Aids LA boratory
Poller (1977) reported  on th e  estab lishm ent of a cen tre  in th e  C hem istry  
D epartm en t of the  Queen E lizabeth  College (London) in 1972. Before then  th e ir  
learning aids w ere sc a tte re d  throughout th e  d epartm en t, w ere d ifficu lt for s ta f f  
to  lo ca te  and w ere v irtually  unavailable to  studen ts. One problem  thought to  
be a llev ia ted  by the  cen tre  was th a t of very large classes w ith d iffe re n t sub jec t 
p re fe ren ces . A room cen tra lly  placed w ithin the  D epartm en t was app rop ria te ly  
refurnished, and the  in itia l outlay on equipm ent (i.e. tap e  reco rders and p layers, 
film and slide pro jectors) was surprisingly m odest. A pilo t survey showed th a t  
the  cen tre  a t tra c te d  a large proportion of th e  m ore com m itted  studen ts  and th a t  
the  value a studen t places on a p articu la r learning aid depends on a num ber of 
fac to rs  such as the  co n ten t, th e  quality  and, not le ast, the  precise  re levance  to  
his course (Poller and Seeley, 1977a). In the  in itia l stages of th e  c e n tre  th e  
s tuden t in te re s t was low and a full tim e g raduate  supervisor was appointed to  
conduct an advertising cam paign because: "When se ttin g  up a learn ing  aids
labora to ry  a determ ined  e ffo r t has to  be m ade to  sell the  new fac ility  to s tu d en ts . 
Besides the  obvious m ethods of posters and announcem ents in le c tu res , coopera tion  
of colleagues is essen tia l. The m ost reliab le m ethod is to  place in th e  labo ra to ry  
item s such as tapes, program m ed te x ts , e tc . which are  essen tia l to  th e  course 
tau g h t, and to  make it c lear th a t the  s tuden t has not com pleted  th e  course until 
he has worked through these item s. S tudents soon accep t the  labo ra to ry  as one 
of the  norm al d epartm en ta l fac ilitie s"  (Poller and Seeley, 1977b:51).
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The Dundee Audio T utorial L aboratory
M acqueen e t  a l (1976) have described how they  w ere d issatisfied  w ith th e  fo rm at 
of one of th e ir  courses and w ere looking for its im provem ent. Based on the  
audio tu to ria l approach to  learning (P ostle thw ait e t  al 1971) they developed the ir 
resource c e n tre . It is divided into four a reas. The f irs t is a series of e igh teen  
study ca rre ls , each of which contains a c a s se tte  tape  reco rder and h ead se t, a 
slide p ro jec to r, a  screen , a desk a rea  and a flexible lam p. The second is the  
experim en tal a re a  which is sm all and used to  perform ed the  sho rt experim en ts 
which a re  p a rt of th e  various units. The th ird  is a library  a rea  with a cap ac ity  
for tw en ty  studen ts  which keeps books, m agazines and rep rin ts  re le v an t to  th e  
course, and is also available to any s tuden t in th e  class throughout the  day for 
p rivate  study. The fourth  is the  assessm ent a rea  which consists of a tab le  and 
two chairs w here individual assessm ent is conducted.
The basic concep t behind the ir c en tre  is th a t  the  s tuden t learns by listen ing , 
which is based on self paced taped com m entary  (since th e  s tuden t con tro ls it a t  
any point) and which leads studen ts  through a  series of ideas and concep ts, 
illu s tra ted  by slides, displays and book re fe ren ces . S tuden ts ' responses are  
w ritten  down in the  w orksheet accom panying the  unit, which provides space for 
answ ers to  concep tual questions, problem  solving and calcu la tions as well as room 
for en tering  observations, m easurem ents and calcu la tions re la ting  to  sim ple 
experim en ts. Although th e re  is an e lem en t of novelty in th is approach , th e  
authors have found th a t this ac ts  as an encouragem ent to  learning. The s tu d en t 
reac tions to  th e  laboratory  are  reported  to  be be very favourable.
A Language L aboratory  as a R esource C en tre
Miller e t  al (1979) reported  on an in te resting  varia tion  from th e  conventional 
resource c e n tre . They used two language labora to ries in order to  gain access to  
36 individual booths. The schem e consisted  of a com plem ent to  le c tu re s  in the  
form  of audio tap e  and booklet packages which covered the  'm ust know ' m a te ria l. 
It was found th a t 30 m inutes was required  to  include tim e for s tu d en ts  to  go 
over parts  of th e  tape  again (playing tim e was 15 m inutes). Sessions w ere held 
in the tu to r ia l hour allowing studen ts to  tak e  tw o packages. The au tho rs te ll
*tcLD0th a t "prior to  the  tapes workbook session this —  K —  was rapidly copied 
from th e  c e n tra l console to  the stu d en t booths. Each s tuden t then  had con tro l 
of his own tape reco rder, with exce llen t sound quality , and th e  possibility  of
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two way com m unication w ith th e  le c tu re r  a t  the  cen tra l console should he requ ire  
fu rth e r explanation of any points in th e  package" (p i09). Com parisons o f te s t  
resu lts  a f te r  th e  le c tu re  w ith those a f te r  th e  tape workbook session showed th a t 
the  la t te r  produced a considerable im provem ent in th e  s tu d en ts ' perfo rm ances. 
They concluded th a t although it would be wrong to  read too much into a  single 
experim en t, the  experience suggests th a t it  is possible to  provide th is type  of 
support w ithout m ajor a lte ra tio n s  to  the  curriculum .
The R esource C en tre  and th e  Teaching L aboratory
A nother varia tion  of the  dep artm en ta l c en tre  is associated  w ith p ra c tic a l 
labora to ry  work. For exam ple, Noble e t  al (1979) found th a t m icrobiological 
techniques are  d ifficu lt to  dem onstra te  to  m ore than a few studen ts a t  a tim e  
and in troduced film  loop and tape  slide p resen ta tions. The s lid e /tap e  p resen ta tio n  
was viewed by the  whole class and th e  film  loop le ft running to  provide 
re in fo rcem en t. The authors com pared them  to find out which one was m ore 
e ffe c tiv e . Their resu lts  did not show any d ifferences betw een the  tw o techn iques 
and concluded th a t "the choice of film loop or tape /s lide  seem s th e re fo re  to  
re s t solely on th e  cost and ease w ith which a particu la r system  can be se t up in 
the  teach ing  laboratory" (p205).
G aunt (1978) provided ano ther exam ple of the  teach ing  labora to ry  as a resource  
cen tre . He was m otivated  by th e  fa c t th a t it could be about 40 m inutes of 
ta lk  and explanations before a p rac tica l had been s ta r te d  on th e  rig h t lines. 
He produced a se t of instructions in the  form of ta p e /s lid e  and colour p rin ts. 
The general in tention was to  reduce dem onstration  tim e and to  in c rease  th e  
e ffec tiv en ess  of the  learning process. The resu lts o f the  corresponding study 
showed th a t in seven experim ents in which th e  system  was in troduced , supervision 
had been done com fortab ly , "so th a t one m ight say productiv ity  has been increased  
in 40% in quan tity  and with a slightly  im proved product" (pl78). S tudents 
reac tions w ere favourable, about half thinking th a t it helped them  in learn ing  
and th a t it helped them  to  finish m ore quickly.
Sheridan (1978) reported  on a sim ilar schem e w here a le c tu re  course was put 
into recorded  lec tu res accom panied by notes, film loop, self te s t ,  an ex p erim en ta l 
assignm ent and some of its d a ta . These packages w ere m ade availab le  during 
p rac tica l priods. Students could use up to  four periods and s till have tim e  to
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com plete  th e  p rac tica l assingm ent. It was also possible for studen ts  to  borrow  
tapes overn ight. Two surveys w ere conducted to  assess th e  s tuden ts  reac tions 
to  th e  schem e, a t the  beginning and end of the  course. The resu lts  ind icated  
th a t "studen ts lea rn t th e  m a te ria ls  well and m ost agreed  th a t i t  m ade a change 
from  conventional lec tu res  and was especially  useful for revision" (p i09).
A P o rtab le  R esource C en tre
H arden e t al (1975) developed th re e  types of resource cen tre s  in o rder to  
investiga te  studen t a ttitu d e s  to  audio tape  slide program m es. One was a sim ple 
po rtab le  c e n tre , the  second sim ilar to  the  trad itio n a l study booth and th e  th ird  
made use of au tom atic  equipm ent to  be viewed by a group of studen ts  
sim ultaneously . In the  f irs t  type studen ts  w ere provided w ith a case  contain ing 
a c a s se tte  tap e  p layer, a  hand view er and a se t of headphones. The case  and 
program m es w ere borrowed by studen ts  and could be used w ithin th e  d ep artm en t 
or taken  hom e. For the  second case each booth was equipped w ith a  ta p e  
player and a built in synchroniser, slide p ro jec to r and back pro jection  screen . 
For the  au tom atic  p resen ta tion  in groups two s tra teg ie s  w ere applied: one
consisted  of studen ts answ ering to  questions in tap e  tra c k  individually and in th e  
o ther s tuden ts arrived a t an answ er a f te r  group discussion. A fter a few  weeks 
of the  experim ent studen ts w ere asked to  fill in a questionnaire concerning th e ir  
a ttitu d e s  to the  d iffe ren t m ethods of p resen ta tion . The answ ers ind icated  th a t 
th e  au to m atic  equipm ent in study booths appeared to  be th e  m ost popular and 
the  group w ithout discussion th e  least popular.
O ther D evelopm ents
Stephen (1978) reported  on the  developm ent of ano ther resource c e n tre  which 
was estab lished  because of an increase of 15% in studen t num bers which th rew  
considerable s tra in  on the  resources availab le . A reappraisal ind icated  th a t  the  
use of self instruction  m ight be m ore appropria te  as a teaching  m ethod and it 
was decided to  se t up a resource c en tre  consisting of six booths for ta p e  slide 
program m es. A su itab le  location for th e  six booths proved d ifficu lt to  find 
because th e  teaching  labora to ries w ere to  be used by o the r courses too . As 
th e re  was no o ther room availab le, th e  cen tre  was se t up in a large foyer a rea  
ad jacen t to  the  teaching  labo ra to ries. The evaluation of th e  schem e was done 
through a questionnaire d istribu ted  to  students and th e ir  responses, by and la rge , 
showed th a t the unit was com fo rtab le , th a t noise com ing from  th e  foyer did not
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in te rfe re  w ith working in the  unit, th a t the equipm ent was easy to  use and th a t 
th e  use of headphones was adequa te .
H ezei e t  al (1974) reported  on th e ir  experiences w ith tape  slide p resen ta tio n s , 
for which they developed a self in struc tional labora to ry . Initially  th e re  w ere 
ten  individual p laces, increased la te r  to  tw enty , for th e  use of 125 s tuden ts. 
The se lf in struc tional program m es w ere used in conjunction w ith le c tu re s  and 
p rac tica l classes and a t  the  end of th e  course studen ts  w ere asked to  com plete  
a questionnaire , which included space for open ended com m ents. S tuden ts’ 
com m ents w ere generally  favourable and the  only com plain t strongly voiced was 
th a t some of the  lec tu res  tended to rep ea t the  m a te ria l of the  program m es.
Some developm ents o f resource cen tre s  have no t been reported  in th e  li te ra tu re . 
A spects of such developm ents a re , how ever, described in in te rna l docum ents such 
as u se rs’ guides. For exam ple, B lacker (1974) te lls  his studen ts in th e  guide th a t 
it is not the function of the  learning aids labora to ry  to  rep lace  le c tu re s  but 
ra th e r  to  supplem ent them , th a t  m ost in form ation is available in le c tu re s  and 
books but th a t not all students find these to th e ir  liking and th a t it is p a r t of 
higher education  to  encourage studen ts  to  find a learning sty le  which su its  th e ir  
requ irem en ts. Sim ilarly, C orfield  (1975) has w ritten  th a t his c e n tre  allow s 
studen ts  to  have access to  the  wide varie ty  of m a te ria l th a t is availab le  in th e  
D epartm en t.
CONCLUSIONS
When reviewing th e  in te rna tional l i te ra tu re  th e re  appeared to  be tw o c le a r  
c h a ra c te ris tic s . The f irs t was th a t the m ost abundant repo rts  cam e from  the  
U.S.A. and th e  second was th a t th e re  was a m arked d iffe rence  betw een  th e  so rt 
of innovations in developing and developed countries: In the  developed cou n tries  
the  innovations repo rted  a re  predom inantly  of a sm all scale  n a tu re , w hile in the  
developing coun tries th e re  are m ore o ften  p ro jec ts  organised on a much la rger 
scale , including national pro jects w ith d irec t governm ental p a rtic ip a tio n .
D evelopm ents of resource cen tres  in British schools date  from the  la te  1960s. 
These cen tre s  w ere m ost e ffe c tiv e  both when they  m et a curriculum  need and
when they  had a close link with th e  library . Institu tiona l resource cen tres  in 
higher education began by 1970 and usually com prise the  conventional lib rary  
and fac ilitie s  to  produce learning resources as well as for m aintaining equipm ent, 
displaying resources, and carre ls  for s tuden t work.
The li te ra tu re  gives pow erful argum ents to  support th e  view th a t under specific  
c ircum stances th e  le c tu re  needs a t le ast to  be com plem ented with resource based 
m ateria ls , and th a t th ese  c ircum stances are  d ic ta te d , by and la rge , by th e  
s tu d en ts ' needs. The li te ra tu re  also shows th a t in teach ing  and learning th e re  is 
a place for a v arie ty  of stim uli in order to  obtain the  best response from  the  
learners . Various resources have been shown to  be e ffe c tiv e  and som e of th e  
innovations, especially  those which m ake use of resources which is not easily  
availab le  have developed some so rt of base, in the  form  of a specially  se t up 
room usually labelled resource cen tre , but to  which d iffe re n t people give d iffe re n t 
nam es (see ch ap te r 8 for fu rth e r  details).
D evelopm ents of d epartm en ta l resource cen tres  also began in th e  1970s. The 
overwhelm ing m ajority  of these  repo rts  correspond to  innovations ca rried  ou t in 
departm en ts of science subjects and very  few indeed in the  social sc iences. The 
reports  seem to  be less concerned with com parisons of d iffe ren t m ethods bu t 
m ore with elucidating  th e  m erits  of the  innovation.
In some instances, the  developm ent of cen tres  seeks an a lte rn a tiv e  to  th e  
conventional le c tu re  and this is done for two reasons. One is th a t  th e re  are  
academ ics who regard  th e  lec tu re  as a poor com m unicator and look for innovations 
in order to  im prove th e ir  teach ing . On th e  o ther hand th e re  a re  o the r academ ics, 
especially  in those subjects which have a higher p restige  a ttach e d  to  them , e .g . 
m edicine, who have a high regard  for th e  lec tu re  and consider it as th e  teach ing  
m ethod 'par exce llen ce ' and will justify  an innovation only if it is shown to  be 
as e ffec tiv e  as le c tu res .
The reported  appraisals and evaluations show th a t s tu d en ts ' perfo rm ance, m aste ry , 
conceptual apprehension and com petence increase as a resu lt of innovations in 
general and of self instruction  in d epartm en ta l cen tre s  in p a rticu la r. The 
lite ra tu re  shows, and th is is equally im portan t, th a t studen ts  grow as individuals 
and are  b e tte r  able to  com m unicate w ith th e ir peers and s ta f f ; in a few  in stances ,
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studen ts have been rep o rted , by o ther s ta ff  m em bers, as being willing to  ask 
the ir o th e r le c tu re rs  to  in troduce innovations into th e ir trad itio n a l and conven tinai 
teaching .
F inally, m ost of the  repo rts  w ere w ritten  by sub ject te ach e rs  and w ere descrip tive  
ra th e r than  evaluative . Most of the reported  evaluations were w ritten  e ith e r  
by educational technologists or in collaboration betw een them  and sub jec t te ach e rs  
and in m ost cases consisted o f a  questionnaire given to  studen ts. This, as w ill 
be shown la te r , is an inadequate way to  carry  ou t evaluation  stud ies.
C H A P T E R  3
THE LITERATURE ON PROGRAMME EVALUATION 
INTRODUCTION
It would seem  th a t sy stem atic  a tte m p ts  to  evaluate  educational program m es go 
back to  th e  la te r  p a rt of th e  XIX cen tu ry  and early  p a rt of the  XX cen tu ry . 
Regarding these  early  a tte m p ts , Rossi e t  al (1979:21) have pointed out th a t: 
"The com m itm ent of various professors to  eva luate  sy stem atica lly  program m es 
in fields as education  and public health  goes back to  early  e ffo rts  a t th e  tu rn  of 
the cen tury  to  provide lite racy  and occupational tra in ing  by th e  m ost e ffe c tiv e  
and econom ical m eans, and to  reduce the  m orta lity  from  in fec tious diseases".
The te rm  evaluation means d iffe re n t things to  d iffe re n t people. At one ex trem e  
are  those who claim  th a t evaluation involves ordinary every day a c tiv itie s  and 
tasks and can be carried  out by persons of m odest ex terp ise  and experience . 
At the  o ther end evaluation appears to  be very  com plex, techn ica lly  com plica ted  
and sophisticated  requiring the  p artic ipa tion  of highly qualified ex p erts . Cooper 
has review ed the  lite ra tu re  on evaluation with p a rticu la r re fe ren c e  to  th e  
definitions provided by various au thors. A fter classifying and analysing m ore 
than th ir ty  definitions he concluded th a t a working defin ition  of evaluation  m ust 
re ta in  flex ib ility  and scope for the  evaluato r and decision m aker, while a t th e  
sam e tim e helping those using it to  com e to  grips s tra ig h t away w ith th e  main 
problem s. Cooper goes on to provide his own defin ition , as follows:
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"C urriculum  evaluation is th e  co llection  and provision of ev idence, 
on th e  basis of which decisions can be taken about the  feasib ility , 
e ffec tiv en ess  and educational value of curricu la".
(Cooper 1976:10)
E arlie r, Provus (1970) sum m arised th e  major d istinction  betw een educational 
evaluation  and educational research  and quoted Phi D elta Kappa (1970) fo r th e  
concept of evaluation  and Gagne (1969) to  illu s tra te  th e  concept of educa tiona l 
research . According to  Phi D elta  Kappa, evaluation is the  process of gathering  
inform ation  for decision making. For Gagne research  is th e  ac tiv ity  aim ed a t  
obtaining know ledge, e ith e r general or specific , which can be obtained  by em pirica l 
or o ther sy stem a tic  m ethods, may or may not have im m ediate app lica tion  and 
which may re su lt in th e o re tic a l models, functional relationships or descrip tions. 
However Rowan (1981:96) considers evaluation research  as one of 19 types of 
research .
Evaluation as an in teg ral p a rt of education  developed speedily in th e  U nited  
S ta tes , especially  in the  years following World War II, and was firm ly based on 
the behavioural objectives models. When evaluation took roo t in the  U nited 
Kingdom in th e  decade from mid 1960s to  mid 1970s it followed th is tra d itio n . 
L ater d isenchan tm ent w ith, and strong critic ism s of the  behavioural ob jec tiv e  
model led to  the  em ergence of a num ber of conceptualisations which, in th e  
main, provided new ideas, but did not b reak  away from  th e  behavioural m odel. 
This developm ent was m arked in the  early  1970s by the  appearance, on e ith e r  
side of th e  A tlan tic , of new, and a lte rn a tiv e , conceptualisations about evalua tion .
All th ree  conceptions co -ex ist to  day despite th e ir d ifferences in em phasis, 
th e o re tic a l background and m ethodologies. There have also been a t te m p ts  to  
reconcile  th e  d iffe re n t concepts of evaluation as well as e ffo rts  to  c lassify  th e  
various types of evaluation . The presen t ch ap te r, th e re fo re , begins by rep o rtin g  
on th e  th ree  periods of evaluation and then moves to  consider some of th e  
various a tte m p ts  to  classify  it .
THE FIRST PERIOD OF EVALUATION
Most au thors agree th a t educational evaluation saw its  sy stem atisa tion  w ith  th e  
work of Ralph Tyler who produced a com plete  account of the  use of ob jec tives
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in curriculum  developm ent. O bjectives were in itia lly  s ta te d  in the  works of 
Franklin Bobbit (19IS and 1924). Tyler defined behavioural ob jectives as 
follows: "One can define an ob jective  with su ffic ien t c la r ity  if he can describe 
or illu s tra te  the  kind of behaviour the  studen t is expec ted  to acquire  so th a t 
one could recognise such behaviour if he saw it"  (1949:59-60). He envisaged 
evaluation as "essentially  the  process of determ ining  to  w hat e x te n t the  
educational ob jectives are  actually  being realised by the  program m e of curriculum  
and instruc tion" (pl05).
Taking the  view th a t evaluation is th e  process of ge ttin g  evidence about the  
degree of s tuden t behavioural change, Tyler divided th is process in to  four 
d istinc tive  s tages. The in itia l s tag e  concerns the  se ttin g  of the  ob jectives of 
the  educational program m e in behavioural te rm s. The second stage  or step  is 
th e  iden tifica tion  of situations which will give studen ts the  opportunity  to  express 
the  behaviour im plic it in the  educational ob jectives. The th ird  s tep  is to  devise 
th e  in strum ents for ge tting  records of the  behaviour of s tuden ts. The final 
stage  concerns th e  selection  of scales or units to  be used in appraising the  record  
of behaviour obtained .
A sign ifican t contribution  to  the  developm ent of educational ob jectives expressed 
in behavioural te rm s was m ade by Benjamin Bloom and his co-w orkers, who over 
a  period of ten  years identified  th ree  domains of educational ob jec tives, the  
cognitive, a ffec tiv e  and psychom otor dom ains. S trongly influenced by the  
biological taxonom ies, which classify , for exam ple, p lan ts or anim als in to  a 
succession o f ever narrow er and specific  groups, Bloom produced taxonom ies on 
educational ob jectives and published these for the  cognitive domain (Bloom 1956) 
and for th e  a ffe c tiv e  domain (Krathwohl e t  al 1964). In th e se , cognitive 
ob jectives a re  divided into six m ajor classes: knowledge, com prehension,
app lication , analysis, synthesis and evaluation . The a ffe c tiv e  ob jectives a re  
divided into five m ajor classes: receiving, responding, valuing, o rgan isation  and
ch ara c te risa tio n . Each of these  classes is then divided into a  la rge num ber of 
subclasses. In a "Handbook of Form ative and Sum m ative E valuation, Bloom e t 
al (1971:8) provided th e ir view of evaluation  as "the  sy stem atic  co llec tio n  of 
evidence to  determ ine w hether in fa c t ce rta in  changes are  taking p lace in the  
learners  as well as to  determ ine th e  am ount or degree o f change in individual 
studen ts" .
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A nother A m erican, Oames Popham , cam e to the defence of the use of behavioural 
ob jectives against ten  m ajor c ritic ism s, which "educators em ploy to  escape the  
p rac tice  of s ta tin g  th e ir objectives" (Popham 1969:46). To th e  c ritic ism  th a t  
behavioural ob jectives hinder the  really  im portan t outcom es of education , Popham 
replied th a t  by making th e  ob jectives exp lic it it is fa r  easier for educa to rs  to  
a tten d  to  im portan t instruc tional outcom es. To the  critic ism  th a t behavioural 
ob jectives p reven t being adap tab le , he replied th a t specifying th e  ends does not 
imply th a t th e  means have also been specified . To the  critic ism  th a t  s tu d en t 
behavioural change overlooks o ther im portan t changes, such as those in p a ren ta l 
a ttitu d e s  or in the  professional s ta f f ,  e tc .,  Popham responded th a t th e  school's 
prim ary responsibility  is to  studen ts. To the  objection th a t the  approach is 
dehum anising because it in tends to  m easure behaviour ob jective ly  or 
m echan istica lly , Popham co u n te ra ttack ed  saying th a t much developm ent work is 
under way in those areas w here prim itive ways of m easurem ent pers is t. A gainst 
the  c ritic ism  th a t it is undem ocratic to  plan in advance how the  s tu d en t will 
behave, Popham s ta te d  th a t instruction  is by its  very n a tu re  undem ocratic  and 
to imply th a t freew heeling dem ocracy is always p resen t in the classroom  would 
be un tru th fu l. To the objection th a t teach ers  do not specify  goals in te rm s of 
behaviour, he simply replied th a t they  should do so. The lim itations th a t  some
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those sub jec t specia lists  should not escape th e ir responsibility . To th e  c ritic ism  
th a t if all ob jectives w ere to be spelled out, they would appear as innocuous, 
Popham argued th a t if w hat a school is achieving is innocuous, th is should be 
known by educato rs and by those who support the  educational in s titu tio n . To 
the objection  th a t excess of m easurability  would bring teach er acco u n tab ility , 
Popham argued th a t teachers  might properly be judged on the ir ab ility  to  bring 
about desirab le changes in learners . To the  final c ritic ism  th a t it  is m ore 
d ifficu lt to  g en era te  objectives than  to ta lk  about them , Popham argued th a t  it  
is tim e th a t the  teaching load be reduced so th a t the  teach er can spend m ore 
tim e in lesson preparation  which should include the  s ta tin g  of p recise  goals so 
th a t he would becom e a professional decision m aker ra th e r than  a custod ian .
Several o th e r authors have w ritten  from w ithin th e  behavioural m odel. For 
exam ple, G laser (1970) s ta ted  the thesis th a t changing educational p ra c tic e s  
require changes in the theories and techniques of evaluation and developed a 
model in which he item ised six p rac tices  and suggested ways for evaluation  and
m easurem en t. The f irs t is the specification  of educational ob jectives s ta te d  in 
behavioural te rm s. The second p rac tice  is diagnosis of the  in itia l s ta te  of 
s tu d en t know ledge, including individual d iffe ren ces . The th ird  p rac tice  is th e  
design of educational a lte rn a tiv es . The fourth  p rac tice  is continuous assessm ent 
to  fa c i lita te  the  p redic tion  of the next in struc tional s tep . The fifth  p rac tice  
is adap ta tion  and optim isation  of the  in struc tional model. The final p rac tice  
iden tified  by G laser is an evolutionary operation  in which a sy stem atic  theory  
of instruc tion  is te s te d  and im proved.
W ittrock (1970:13-14) has argued th a t th e re  a re  advantages in the  use of the  
behavioural m odel, it  im plies the  use of an absolu te ra th e r than re la tiv e  standard  
for m easuring learning, te s t  item s a re  w ritten  for th e ir co n ten t valid ity  and not 
for th e ir  ab ility  to d iscrim inate  among learners and as a resu lt the  e d u ca tio n a lis t’s 
in te re s t sh ifts  from  individual d ifferences to  individuals. W ittrock also argued 
th a t eva lua to rs , through the use of the  behavioural m odel, a re  becom ing less 
concerned about discrim inating among learners and m ore concerned about th e  
individual s tuden t and his change of behaviour and th a t teach ers  a re  freed  to  
conceive of m astery  learning for any number of studen ts.
On his p a r t, Gagne (1970:106) has em phasised th a t "nothing can tak e  th e  p lace 
of th e  s tu d e n t’s perform ance as an absolutely  essen tia l c rite rio n  of system  or 
subsystem  functioning. There may be many reasons to  know how te ach e rs  a re  
conducting th e ir questioning, how adm in istra to rs  re a c t to  an innovation, or w hether 
s tuden ts enjoy going to  class. But none of these  can tak e  the place of learning 
outcom e as an essen tia l p a rt of any seriously purposed evaluation  of educa tiona l 
system s or subsystem s. By defin ition , the  e ffec tin g  of ex terna lly  s tim u la ted  
behavioural change in studen ts is a major purpose of education , and th is im plies 
th a t behaviour assessm ent m ust be undertaken".
In w hat is regarded  as the  firs t British publication in th e  new field  of eva luation , 
Wiseman and Pidgeon (1972) gave an endorsem ent by the  British research  
estab lishm en t of the Tylerian prescrip tions for curriculum  evaluation . These 
authors concluded th a t: "The purpose has been to  argue the case for evaluation  
as an essen tia l and in tegral p art of the whole process of curriculum  refo rm  and 
curriculum  developm ent ... Only by the evaluation of a im -ach ievem en t can we
ensure th a t  cu rricu la  rem ain flex ib le and responsive to  new dem ands and changed 
c ircum stances"  (pp90-91).
Although th is was th e  f irs t concep tualisa tion  to  be developed , i t  is s till the  
p redom inant conception . As recen tly  as 1978 L. Morris ed ited  a series  of e igh t 
books under the  general t i t le  of "Program m e Evaluation K it". The e ig h t books 
follow th e  behavioural model and each deals w ith th e  following topics:
"The E valuator's  Handbook" provides th e  basis on which to  organise an 
evaluation  from th e  point of view of the  behaviouaral ob jectives m odel. 
"How to  deal w ith Goals and O bjectives" in troduces th e  various m ethods 
of gathering  inform ation on th e ir  achievem ent.
"How to  Design a Program m e Evaluation" deals w ith th e  production and 
use of research /eva lua tion  designs which includes the  ubiquitous p re - te s t-  
p o s t- te s t design and supplies s tep  by step  procedures for them .
"How to  M easure a Program m e Im plem entation" provides a s tep  by step  
guide for designing and using m easurem ent instrum ents.
"How to  M easure A ttitudes"  gives step  by step  instruction  for developing 
questionnaires, in terv iew s, a ttitu d e  ra ting  scales, sociom etric  in s trum en ts
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"How to  m easure achievem ent" focusses on te s t  adm in istra ting .
"How to  ca lcu la te  s ta tis tic s" , p resen ts num erous detailed  w orksheets. 
"How to  P resen t an Evaluation R eport" is an outline of a s tandard  eva lua tion  
repo rt and presents model tab les and graphs.
The in itia l period of evaluation which has becom e known as trad itio n a l can  be 
sum m arised as follows:
1. D efinition of aims in behavioural te rm s.
2. The selection  and invention of learning situations designed to  
achieve those aim s.
3. The design and developm ent of assessm ent m ethods to  
m easure the  degree of success in achieving those aim s.
1.
2.
3.
4.
5.
6.
7.
8.
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THE SECOND PERIOD OF EVALUATION
Various fa c to rs  con tribu ted  to  th e  fa c t  th a t in the  la te  1950s th e re  began a 
general move aw ay from  th e  trad itio n a l behavioural approach to  educa tiona l 
evaluation . In the  U.S.A. new financial resources w ere put into educa tion  and 
train ing  in th e  period im m ediately  a f te r  the  Sputnik ach ievem en t. This, in 
addition to  bringing about increased  ac tiv ity  in th e  field , brought new people 
into evaluation , in particu la r from  non-behavioural disciplines and w ith  varied  
backgrounds. All th is  led to  the  beginnings of a departu re  from  th e  tra d itio n a l 
approach.
S tarting  from  the  consideration  th a t th e re  should be a departu re  from  th e  fam ilia r 
doctrines and ritu a ls  of th e  testing  gam e but w ithout com plaining abou t th e  
inadequacies of such a gam e, Cronbach proceeded to  provide a new purpose for 
evaluation , th a t  of co llecting  and using inform ation to  make decisions about th e  
educational program m e. He iden tified  th ree  types of decisions fo r which 
evaluation can be used, as follows:
"1. Course im provem ent: deciding what instruc tional m a te ria l
and m ethods are sa tisfac to ry  and w here change is needed.
2. Decisions about individuals: identifying the  needs of th e
pupils for th e  sake of planning his in struc tion , judging pupil 
m erit for purposes of selec tion  and grouping, acquain ting  th e  
pupil w ith his own progresses and defic iencies.
3. A dm inistrative regulations: judging how good th e  school 
system  is, how good individual teach ers  a re , e tc ." .
(Cronbach 1963:12)
Atkin and Eisner presented  m ore open opposition and d isag reem en t w ith th e  
behavioural approach and suggested th a t the  c la rifica tio n  of behavioural ob jec tives  
was not as com pelling as it appeared . Atkin (1963:132) s ta te d  th a t:  "The
standard  p ra c tic e  is to  identify  the  changes desired in s tuden ts, then  see if th e  
course is e f fe c tiv e  in producing the  changes. Instead we are  observing c lasses 
for the  purpose of identifying changes th a t are  not p red ic ted  or recognised  a t 
the  s ta r t  ... Through such observation , though tim e consuming and som etim es
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unproductive, we are  succeeding in identifying post hoc some 'o b jec tiv es ' of th e  
m ate ria ls" . Eisner (1967), on his p a r t, sum m arised how th e  behaviourist approach 
is used and w ent on to  argue th a t: "educational objectives c learly  and specifically  
s ta te d  can ham per as well as help th e  ends of instruc tion" (p23). He then 
considered th re e  lim ita tions of th e  behavioural approach: th a t the  outcom es are  
fa r m ore num erous and com plex than educational ob jectives encom pass, th a t
educational ob jectives based on behavioural science fail to  recognise th e
constra in ts  th a t various sub ject m a tte rs  such as th e  a r ts  p lace upon ob jectives, 
and th a t behavioural objectives fail to  distinguish betw een th e  application  of a 
standard  and the  making of a judgm ent.
Scriven (1967), in the  second curriculum  theory paper ever, m ade a s ign ifican t 
con tribu tion  when he iden tified  tw o d iffe re n t roles assigned to  evaluation . The 
f irs t is as an im portan t p a rt of the  process of curriculum  developm ent to  which 
Scriven gives th e  nam e of 'fo rm ativ e  evaluation '. The second role appears 
when an evaluato r is called  in to  perform  a final evaluation  of a p ro jec t, and
rece ives the  nam e of 'sum m ative eva lua tion '.
In th e  British scene of evaluation , according to  H am ilton e t al (1977), Stenhouse 
was a lonely voice for quite a tim e in the  provision of a lte rn a tiv es  to  th e  
behavioural m odel. He dealt w ith th e  lim itations of the  approach and s ta te d  
th a t th e  educationalists  involved in curriculum  planning should give p a rticu la r  
a tten tio n  to  th e  following points:
"1. To define the  value positions em bodied in the  curriculum
specifica tion .
2. To specify  a curriculum  in te rm s of co n ten t, m ate ria ls  and
m ethods.
3. To ind icate  necessary  train ing  procedures for te ach e rs .
4. To define the  con tex tua l variables in schools, school system s
and out of th e  school environm ets which m ake it likely or 
unlikely th a t the  specifications will be realised  in p ra c tic e .
5. To list, and as far as p rac ticab le  te s t ,  hypotheses regard ing
th e  e f fe c ts  of successfully  realising the  specification  and 
perhaps failing to  realise  it in c ircum stances which a re  likely 
to  arise in p rac tice .
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6. To a tte m p t to  re la te  d iffe ren tia l e ffe c ts  to  d iffe re n tia l 
variab les of the  kind s ta te d  in 4. above.”.
(Stenhouse 1970:82)
By the  la te  1960s and early  1970s th e re  developed a  considerable body of 
d isag reem en t, d isenchantm ent and critic ism  of the  trad itio n a l approach and many 
of the  evaluato rs  looking fo r, and proposing a lte rn a tiv es , published c ritic ism s. 
For exam ple, S take (1967b) pointed ou t th a t desp ite  much theorisa tion  abou t the  
trad itio n a l approach th e re  w ere few  highly re levan t and readable stud ies published 
and th a t psychom etric  te s ts  w ere developed to  d iffe re n tia te  am ongst s tuden ts  
ra th e r than to  assess the  e ffe c ts  of in struc tion  on acquisition of skills and 
understanding. L a te r, S take (1971) showed reservations on w hat score te s ts  can 
do and claim ed th a t these te s ts  provide co rre la te s  of ach ievem ent ra th e r  than 
evidence of ach ievem ent. S take also pointed ou t th a t it  was m istaken to  claim  
th a t every th ing  can be m eassured and s ta te d  th a t "neither quan tity  nor quality  
of im pact can be m easured" (Stake 1967a). P a r le t t  (1972) considered th a t  the  
trad itio n a l approach is useful in biology and he called  it the  'ag ricu ltu ra l bo tany ' 
approach, because it is based on th e  testing  of chem ical fe r tiliz e rs , bu t of no 
use for educational innovations for it fails to  provide th e  basis for p ra c tic a l 
im plem entations.
The trad itio n a l approach has also been c ritic ised  for being inadequate (M acDonald 
and P a r le t t  1973); for being p re -o rd ina te  and not allowing on-going issues to  
em erge (P a r le tt  and H am ilton 1972); for being based upon a m istaken  model 
(Stenhouse 1973, see page 42). K liebard (1968) provided one of th e  s tro n g est 
c ritic ism s of th e  behavioural approach when he s ta te d  th a t "from a  m oral point 
of view, the  em phasis on behavioural goals, desp ite  all the  p ro tes ta tio n s  to  th e  
co n tra ry , s till boarders on brain-w ashing or a t le a s t indoctrination  ra th e r  than 
education" (p246).
THE THIRD PERIOD OF EVALUATION
Various au thors have provided new form ulations for educational evaluation  which 
have a  num ber of common e lem en ts. For exam ple, they use fa r few er 
m easurem ent procedures and give more predom inance to  techniques such as
observation and in terview ing. Their research  plan is less rigid and aims to  be 
as responsive to  the  unpred ic tab le  as to  the planned and typ ical. They intend 
to docum ent th e  re levan t audiences and in te res ted  groups with a  full range of 
phenom ena, perspectives and judgem ents th a t em erge in each study. Six of 
these new approaches are  review ed below, nam ely flexible approach, goal free  
evaluation , tran sac tio n a l evaluation , th e  holistic  approach, responsive evaluation 
and illum inative evaluation . Of these , g re a te r  space is given to  the  illum inative 
approach for tw o reasons, f irs tly  because the  new evaluato rs  them selves consider 
it a good a rticu la tio n  of th e ir in ten tions and, secondly, because it is th e  one 
the w rite r favours and which was used as the  main th e o re tic a l fram ew ork for 
his own evaluation studies.
Flexible Approach
Atkin (1963), one of the  f irs t au thors to  challenge th e  trad itio n a l approach, 
argued for evaluation for course im provem ent and for a more flexible approach 
to  evaluation which should have been developed by the  evaluato rs them selves in 
th e ir specific  stud ies. Atkin (1972) advanced a system s approach for an evaluation  
m odel, which has th e  educational system  (or unit under exam ination) in its  c e n tre  
and which receives two types of input — studen ts  and finance—  and provides 
:%vo ou tpu t — studen t outputs and non-studen t ou tpu ts. The whole system  of 
inputs and outputs is under the  influence of the  ex terna l system s, such as 
governm ent, com m unity, educational in stitu tion , e tc .  whose rela tionships should 
receive the  a tten tio n  of the  evaluators.
Goa* F ree Evaluation
Scriven (1967a) con tribu ted  to  the  new approaches w ith th e  recognition  for th e  
need for evaluato rs to  in te rp re t the  inform ation  they  g a th e r, to  analyse th e  
processes under study with a view to  finding causal exp lanations. He also 
argued for the  need to study the intended and unintended e ffe c ts  o f program m es 
and procosed a 'goal f re e ' evaluation which allows th e  ex te rn a l eva lu a to r to  hear 
less about the  goals of the p ro jec t, to have less 'tunnel vision' and to  be m ore
open to  noticing to  ac tu a l e f fe c ts  ra th e r than checking on alleged e f fe c ts  Scriven 
(1971).
T ransactional Evaluation
Rippey (1973) developed th e  concep t of ’tran sac tio n a l eva lua tion ' which was 
triggered  o ff by his perception  th a t trad itionally  much e ffo r t was spent studying 
the  consequences of new program m es on studen ts, but li tt le  tim e was spen t on 
studying w hat happens to  te ach ers  and o ther personnel. Rippey argued th a t 
the sub ject of tran sac tio n a l evaluation is the  system , not the  c lien t or the  
serv ices rendered by the  system , th a t the  variables in evaluation  re la te  to  the  
social, psychological and com m unication aspects of th e  system  and not to  the  
m anifest ob jectives. In brief: ’’T ransactional evaluation a tte m p ts  to  uncover
the  apprehensions of persons involved in the  in stitu tional change w hether th e  
change be an earthquake or a com puter te rm inal in a classroom  ... It involves 
in strospection . W henever someone asks ’how is th is change a ffec tin g  the  feelings 
of the  people e ith e r in or involved with this school? ', he is in te re s te d  in 
tran sac tio n a l evaluation" (Rippey, 1977:9).
The H olistic Approach to  Evaluation
The em ergence of M acdonald's holistic  approach grew out of th e  H um anities 
Curriculum  P ro jec t (1970). The H um anities P ro jec t did not m ake use of th e  
objectives model and, th e re fo re , th e  p ro jec t’s w orkers had to  look elsew here  or 
develop th e ir  own a lte rn a tiv e  s tra teg ie s . As MacDonald had becom e scep tica l 
of confining evaluation to  the  m easurem ent of outcom es, he decided for th e  
la t te r  a lte rn a tiv e  and argued for his holistic approach as follows:
"Education is a com plex p rac tica l a c tiv ity . Any e ffo r t to  reduce 
th a t com plexity  to  singularise perspectives tends to  d is to rt th e  
re a lity , and may m islead those who seek to  understand th e  re a lity .
L east of all does it help those who live th e re . Perhaps bolder 
evaluation  designs can give us a more adequate  view of w hat it  is 
we are  trying to  change, and of w hat is involved in changing it" .
(M acDonald 1971:167)
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This bolder design consists of large sam ples w here d a ta  is gathered  from  teach ers  
and s tuden ts, ob jective m easurem ent of pupil and te ach e r change, m onitoring 
in stitu tiona l response, and of sm all sam ples w here case studies are  conducted  to  
eluc ida te  p a tte rn s  o f decision making, com m unication, train ing and support. The 
underlying concept of evaluation is as "the process of conceiving, obtaining and 
com m unicating inform ation for the  guidance of educational decision making with 
regard to  a specific  program m e’1 (M acDonald 1973:1-2)
Responsive Evaluation
R obert S take developed the  concep t of ’responsive evalua tion1 over a  period of 
years. He expressed reservations about concen tra ting  too much on ou tcom e 
m easurem ent and proposed th a t evaluato rs should com m it them selves to  m ore 
com plete  descrip tions (Stake, 1967a). L ater he argued th a t th e  obligation of 
an educational evaluato r was not to  discover the  essence of human learn ing , bu t 
to discover the  d iversity  of view points and explanations of w hat goes on in th e  
program m e or institu tion  being studied (S take, 1969). S take favoured an 
evaluation approach which portrays the m erits  and fau lts  perceived  by well 
identified  groups, system atica lly  gathered  and processed. In th is way judgem ent 
data  and descrip tion  da ta  are  essen tial to the  evaluation  study. The opinions 
gathered , which can be very sub jective, a re  very useful and can be g a th e red  
ob jectively , independently of the ev a lu a to r’s views. S tak e’s views on evalua tion  
provided two major sh ifts , f irs t moving em phasis from  the  outcom es of th e  
program m e to the  program m e itse lf and, secondly, sh ifting  evaluation  from  being 
p re-o rd ina te  to  being responsive. In his opinion an educational evaluation  is a 
’responsive evaluation1 ”if it orien ts m ore d irec tly  to program m e a c tiv itie s  than  
to program m e in ten ts , if it responds to  audience requ irem ents for in fo rm ation  
and if the  d iffe re n t value-perspectives p resen t are  re fe rred  to  in resporting  th e  
success of th e  program m e” (Stake 1972).
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Illum inative Evaluation
The la s t approach to  be review ed is th e  illum inative, which has th e  g re a t m erit 
of not being a standard  m ethodological package. It is m eant to  be a general 
research  s tra teg y  which "is both adap tab le  and e c lec tic " . This m akes it  an 
appropria te  approach to  evaluation , in particu la r for non com parative  studies. 
Illum inative evaluation  was born in an occasional paper which has been rep rin ted  
in num erous books of readings and seem s to  have becom e one of th e  m ost thought 
provoking papers on evaluation in th e  la st decade (P a rle tt and H am ilton 1972).
Illum inative evaluation advocates a to ta l re-appraisa l of the  m ethods and 
techniques of program m e evaluation , bu t "it does not asp ire to  overthrow  
trad itio n a l evaluation ; on the  con tra ry  it has d iffe ren t m ethodology, p recep ts , 
and in tended benefits"  (D earden and Laurillard (1976:2). It is prim arily  concerned  
with descrip tion  and in te rp re ta tio n  ra th e r than m easurem ent and p red ic tion  and 
aims to  discover and docum ent the  experience of those partic ip a tin g  in th e  
educational program m e, to discern and discuss the  p rogram m e’s m ost im p o rtan t 
fea tu res  and processes. A nother c h a ra c te ris tic  of illum inative evaluation  is 
th a t it does not study the  program m e in isolation; th a t is, i t  is not solely 
concerned with the  m easurem ent of educational ou tcom es, bu t in th e  co n tex t of 
w hat P a r le t t  and H am ilton called th e  ’learning m ilieu’, which is a cen tra l concep t 
to  the  understanding of the  approach and is defined as "the social psychological 
and m a te ria l environm ent in which studen ts and te ach ers  work to g e th e r  ... a 
netw ork or nexus of cu ltu ra l, social, in s titu tional, and psychological variab les" 
(pp 14-15). The im portance th a t illum inative evaluation places on th e  learning 
m ilieu lies in the  fa c t th a t the  in troduction  of program m es se t o ff a chain  of 
repercussions throughout the  system  which, in tu rn , a re  likely to  a f fe c t  th e  
program m e.
A nother c h a ra c te r is tic  of illum inative evaluation is th a t  it is c lien t cen tred  and 
applied research  th a t concen tra te s  on the  c lien ts , e.g . innovators, p ro jec t 
p artic ip an ts , advisers, local o ffic ia ls , re la ted  professional and in te re s ted  groups, 
governm ental policy m akers and o ther constituencies w ithin or re la ted  to  th e  
educational (3amieson e t al 1977).
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CLASSIFICATIONS OF EVALUATION
Evaluation seem s to  show an im portan t and d istinc tive  division betw een  th e  
trad itio n a l approach which res ts  upon m easurem ent and the  innovative approach 
rep resen ted  by evaluation as illum ination. There a re , how ever, au thors who 
think th a t th is d istinction  does not ex ist or th a t a middle position is needed. 
For exam ple, Sheldrake and Berry (1975:3) argued th a t: "such a  po larisation  is 
quite m istaken . While we agree th a t those who are  en thusiastic  about th e  
illum inative approach are  right to  point to  the  defic iencies of too early  a  closure 
on the  sa lien t variab les th a t research  needs to  consider, equally we argue th a t 
dem ands for rigour and em pirical ju s tifica tion  a re  both apposite and needed".
As the field  o f evaluation is ex tensive and con tains a varie ty  of in te rp re ta tio n s , 
th e re  have been several reports dealing with classifying evaluation according  to  
various c r ite r ia . Seven of these classifications are  briefly  review ed below.
H arlen m ade a d istinction  betw een four types of evaluation , all w ithin th e  
behavioural model:
1. Evaluating the su itab ility  of th e  ob jectives of an educa tiona l 
program m e. To do with w hether or not specific ob jectives 
a re  achieved.
2. On-going evaluation , which is conducted as p a rt of th e  
program m e and helps with th e  production of the program m e 
a f te r  the  objectives have been accep ted .
3. Evaluation of individual readiness and progress.
4. Term inal evaluation , which is th e  evaluation  of a final d ra f t 
o f a p ro je c t’s m ateria l or approach.
The four types involve, according to  H arden, th e  sam e four basic a c tiv it ie s , 
which a re : (i) c larify ing  objectives and analysing them  to  th e  point of expressing 
them  in te rm s o f behavioural change, (ii) developing and using ap p ro p ria te  ways 
of gathering  evidence of these behaviour changes and o the r re levan t observations 
or opinions, (iii) gathering  to g e th er all re lev an t inform ation  and arriv ing a t  som e 
in te rp re ta tio n  of the evidence, and (iv) using the resu lts  of th is to  guide the
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revision of tr ia l m ateria ls  and the  fu tu re  developm ent of the  p ro jec t (Harlen 
1971:128-129)
MacDonald classified  evaluation according to  its po litica l n a tu re  and outlined 
th ree  types:
1. B ureaucra tic  evaluation , which is an unconditional serv ice to  those 
governm ent agencies which have major con tro l over the  a llocation  
of educational resources. The evaluato r accep ts  the  values of 
those in o ffice  and offers in form ation which will help them  to 
accom plish the ir policy ob jectives.
2. A u tocratic  evaluation , which is a conditional serv ice to  those 
governm ent agencies which have m ajor contro l over the  a llocation  
of educational resources. It o ffers  ex terna l validation of policy 
in exchange for com pliance with its  recom m endations.
3. D em ocratic  evaluation, which is an inform ation serv ice to th e
com m unity about th e  c h a ra c te ris tic s  of an educational program m e. 
Sponsorship of the  evaluation does not in itse lf  confer a special 
claim  upon th is serv ice .
(MacDonald 1974:14-13).
Tennynson identified  four types of evaluation in the developm ent of learning 
environm ents:
1. Evaluation perform ed a t the analysis phase which deals w ith problem s 
of docum enting procedures and validating of goals.
2. F orm ative evaluation to  review  con ten ts  and assess tr ia ls .
3. Sum m ative evaluation perform ed a t the production phase and
co n cen tra ted  on con tro l group com parisons.
4. M aintenance evaluation which deals w ith issues such as se lec tion  
c r ite r ia , co st benefits  and technology review .
(Tenynson 1976:19-22)
S teineker and Bell distinguished two m ajor types of evaluation , or e lem en ts  of 
evaluation as they  call them , as follows:
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"The f irs t of these e lem en ts is an overall sequence of ac tiv itie s , 
or mass evaluation , w ith a tte n d a n t s tra te g ie s  to  provide persp ec tiv e , 
d irec tion  and feedback or necessary  inform ation as a basis for 
decision in educational policy; in e f fe c t an overall design. The 
second e lem en t is to  provide a m icroevaluation , with a s tra teg y  or 
s tra te g ie s  to  m easure resu lts  of individual or singular class room 
ac tiv ity  and experiences, or said in another way, a specific  classroom  
o rien ted  design".
(S teineker and Beil 1976:26)
Stake iden tified  nine types of evaluation according to the  purpose they  serve:
1. S tudent ach ievem ent, which may or may not, have con tro l group, 
or trad itio n a l approach.
2. Institu tiona l self study by s ta f f  or the gathering  of inform ation  by 
teach ers  in the ir own schools.
3. The p restige  panel or blue-ribbon panel or in s titu tional visiting panels 
to  appraise  the  achievem ents or m erits  o f p articu la r program m es.
4. Illum inative approach to  which S take gives th e  nam e of ’tran sac tio n - 
observation ’.
5. Instructional research , which em phasises th e  experim ental n a tu re  of 
any evaluation .
6. M anagem ent analysis.
7. Social analysis.
8. Goal free  evaluation , which looks a t  a c tu a l e f fe c ts  of program m es 
and not th e ir goals.
9. A dversary evaluation which is partly  ded icated  to  show the  
shortcom ings of a program m e p artly  to  show its  m erits .
S take (1977:22-23)
Lawton classified  evaluation along sim ilar lines, bu t produced six ca teg o ries  only 
which are :
1. The c lassical model or 'ag ricu ltu ra l-b o tan y '.
2. The research  and developm ent model or industrial or fac to ry  m odel.
3. The illum inative, or anthropological, responsive model.
4. The po litical model or briefing decision m akers.
5. The professional or te ach e r as research e r model.
6. The case study model or p o rtraya l and ec lec tic .
Lawton (1980:120)
Ruddock looked a t a number of the m ost commonly used models, which he 
designated as follows:
1. Experim ental m ethods. 9. C ritica l incidents.
2. M easurem ent. 10. Role analysis.
3. Survey m ethod. 11. Why not ask them ?
4. S ta tis tic a l analysis. 12. D epth in terview .
5. A panel of respondents. 13. Life h isto ries.
6. Sociom etry. 14. D ocum entary and co n ten t analysis.
7. P a rtic ip an t observation. 15. P artic ip a to ry  research , and
8. Evaluation as Illum ination. 16. C onflic t of in te re s t.
(Ruddock 1981:36-73).
CONCLUSIONS
Educational evaluation , like o the r aspects  of education , has seen its  m ost fru itfu l 
developm ent a f te r  the  second world war and especially  as a re su lt of the  
technological revolution which brought new tools to  evaluation .
The f irs t period of educational evaluation was firm ly based on the  assessm en t 
of previously s ta te d  educational ob jectives in behavioural te rm s. A lthough it 
has been classified  as a f irs t period of evaluation which s ta r te d  in th e  U.S.A. 
a f te r  the  second world war and in th e  U.K. in the  1960s, it  has no t ended. On 
th e  co n tra ry , it  would seem  th a t  it  is s till th e  predom inant approach to  educa tiona l 
evaluation .
The explosion of the  technological revolution brought new resources to  th e  
evaluato r, such as com puters, video tapes, easie r recording of sound, to  m ention 
only the  obvious. All this produced a  m ovem ent which, w ithout breaking away 
from  the  trad itio n a l model of evaluation , m arked w hat Taylor and Cowley (1972:7)
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called "the beginning of a new e ra ”; th a t is, the  beginning of of the  second 
period of evaluation  as a m ovem ent which was c r it ic a l of th e  trad itio n a l approach 
and made contribu tions to the  developm ent of th e  concep t of evaluation .
D espite its  in itia l popularity , evaluators grew more and m ore unhappy about the 
trad itional approach and began looking for a lte rn a tiv es  and by the  la te  1960s 
and early  1970s a break away from  th e  trad itio n a l approach took p lace. Various 
conceptualisations w ere fo rm ulated , and one which gained w idespread recognition 
was evaluation as illum ination. The basic em phasis of this approach is on 
in te rp re tin g , in each study, a varie ty  of educational p rac tices , p a rtic ip a n ts ’ 
experiences, in stitu tional procedures and m anagem ent problem s in ways th a t are  
recognisable and useful for whom the study is m ade. Each illum inative evaluation 
has to  be open-ended enough for the  evaluato r to  d e te c t not only the  expected  
outcom es of a p ro jec t but also, and as im portan tly , the  unexpected.
The trad itio n a l and innovative approaches grew  a p a rt, and the illum inative was 
seen as a con trasting  s tra teg y  to the  trad itio n a l. This has m otivated  some 
authors to  argue th a t th e re  is no such polarisation  and to  a t te m p t to  classify  
evaluation , but none of the c lassifications has resolved the  polarisation  on th e  
co n tra ry , some of th e  c lassifica tions have produced so many types of evaluations, 
th a t  the concep t becom es confusing. Faced with th is problem  and, on the  basis 
of th e  li te ra tu re  and his evaluative  p rac tices , th is w rite r  has a tte m p te d  to  resolve 
the  con trad ic tion ; in a synthesis of evaluation which is presen ted  in ch ap te r 10.
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PART II: RESEARCH METHODOLOGY
CHAPTER 4: EVALUATION STRATEGY
CHAPTER 5: INTERVIEW STRATEGY
P a rt II rep o rts  on th e  research  m ethodology em ployed In the study: ch a p te r  4
gives an account o f how the  research  was conducted , the  stages in which it  was 
divided, the  techniques used to  g a ther in form ation . As the  in terv iew  was a 
technique extensively  used, ch ap ter 5 reports  on the  application of Six C a te rg o ry  
In tervention  Analysis to  interview ing and its  s treng ths  are  exam ined.
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C H A P T E R  4 
EVALUATION STRATEGY
INTRODUCTION
This ch ap te r rep o rts  how th e  evaluation study was conducted . The im plem en tation  
of the evaluation and the  th e o re tic a l considerations took p lace a lm ost 
sim ultaneously; th a t is to  say, the  synthesis was in broad outline when th e  study 
began and grew  and developed as the study unfolded.
The descrip tion  of ’how' th e  study was conducted s ta r ts  with some general 
considerations about how it began, including the  iden tifica tion  of a ’su b je c t1 for 
the evaluation . The stages of im plem entation  of th e  evaluation study, w ith 
special re fe ren ce  to  the  case studies are  then analysed. The various evaluation  
techniques used during the study a re  considered, including various form s o f opinion 
gathering as well as docum entary research . Then the stage of analysing the  
inform ation ga thered  is reported .
THE INITIAL STAGES
One of th e  m ajor reasons for concen tra ting  on d ep artm en ta l resource c e n tre s  in 
higher education  was th a t whilst much a tten tio n  had been given to  the  developm ent 
of resource cen tre s  established a t the in stitu tio n a l level, l i t t le  a tte n tio n  had 
been given to  the  departm en tal se ttin g s . A fter fam iliarisa tion  w ith th e  th em e 
through the  study of the  lite ra tu re  and through visiting cen tre s , it was decided 
to  approach the  study by the developm ent of case studies and of a  na tional 
survey of d ep artm en ta l cen tres  in higher education .
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The people in charge of two d epartm en ta l cen tre s  agreed to have th e ir  cen tre s  
studied and discussions took place to  decide upon th e  aim s of these  stud ies. 
Although both are  d epartm en ta l cen tre s  (which m ake them  sim ilar), they are  se t 
up in very d iffe re n t specific  c ircum stances and conditions w ith d iffe re n t 
assum ptions and ac tiv itie s  (which m ake them  very d iffe re n t from  each o ther). 
So it was necessary  to  work out a  specific se t of aim s for each  case study, 
which could re f le c t these  p ecu lia rities . These a re  described and discussed a t  
length in p a rt III.
THE GATHERING OF INFORMATION
For the sam e reasons th a t the  aim s for each  case study had to  be d iffe re n t, 
the  execution  of the  evaluation  of each case had also to  be d iffe re n t and they  
are  described separa te ly .
The Execution of Case Study 1
C en tre  num ber one was in Scotland, which in troduced ano ther variab le  in th a t 
lengthy visits had to  be m ade each tim e so as to  m ake them  w orthw hile, since 
th e  p ro jec t had li t t le  financial resources. A week long visit was decided on. 
In the  early  days of such a v is it special a tten tio n  was given to  inform al in terv iew s 
with the c e n tre ’s organisers in order to  gain d irec t in form ation of its  a c tiv itie s . 
There was ex tensive observation and in terview s with users.
U nfortunate ly , the  week chosen was not the  best one for s tu d en t use of the
ce n tre , since it contained li ttle  m ateria l to support the  top ics being p resen ted  
in lec tu res  and p rac tica ls . Talking to  s tuden ts  a f te r  th e ir  norm al class hours 
proved a li tt le  com plicated , because most of the  studen ts  live a t  th e ir  p aren ta l 
homes and, as th e  university  building including th e  c e n tre  closed a t five in the  
afte rnoon , s tuden ts  tended to  go home inm ediately  a f te r  finishing th e ir  le c tu re s . 
All th is m ade it qu ite  d ifficu lt to  have access to  studen ts  e ith e r  users or non
users. Som ething had to  be done. Discussions w ere held with th e  c e n tre
organiser as well as with the  course tu to rs  and perm ission was requested  to  
a tten d  th e  p rac tica l labora to ries in order to  hear from  studen ts as well as to
make arrangem ents for in terv iew s. This was kindly agreed . A fu rth e r 
com plication  arose because studen ts  worked in groups of four and to  d isturb one 
for discussions (on the  cen tre) m ean t, in fa c t ,  to d isturb  the  whole group. This 
was solved by developing th e  technique of group interview ing with an open ended 
s tru c tu re  and during th ree  afternoons of p rac tica ls , it was possible to  ta lk  to  
64 studen ts.
One of th e  advantages of the  m ethod was th a t  the sam ple developed itse lf  as 
quite random ly se lec ted , since the  evaluator moved along the  lab o ra to ry ’s benches 
w here s tuden ts  w ere a llocated  to  each group by a lphabetica l o rder. A slight 
d isadvantage was th a t in some groups th e re  tended to  be a dom inant personality , 
which was resolved by addressing d irec t questions to  the o ther m em bers of the  
group. A nother in teresting  consequence of the  m ethod developed was th a t  it  
enabled fu rth e r  interview s a f te r  th e  le c tu res  or a t lunch tim e.
In the mornings, in terview s lasting about an hour w ere held with some of th e  
s ta ff  m em bers. Access was given to  th e  c e n tre ’s records and records o f s tu d en t 
exam resu lts . The week long visit proved to  be ra th e r short for gathering  all 
the  inform ation  necessary  and it was decided to  pay ano ther week long v isit 
som etim e la te r  in the te rm . This v isit co n cen tra ted  mainly on s ta f f  a ttitu d e s  
as well as on th e  adm inistration  of a  questionnaire to  studen ts, which was 
developed on the  basis of inform ation ga thered  during interview s and aim ed a t  
sustaining and validating some of the  inform ation  obtained th e re . The 
questionnaire was developed because of the  large number of p o ten tia l users of 
the  c en tre  —  about 450.
The Execution of Case Study 2
The d iffe re n t c ircum stances in which case study 2 was perform ed w ere re f le c te d  
in a d iffe re n t execution . To s ta r t  w ith, th e  cen tre  was in a un iversity  in th e  
midlands, which made visiting easie r. The study began with one day visits 
during which events and ac tiv ities  w ere observed and inform al ta lks held w ith 
organisers and p artic ipan ts  —  s ta f f  and stu d en ts . H owever, as week long visits 
had worked out well for case 1, it was decided to incorporate a  sim ilar p a tte rn  
in case 2 and ra th e r than being spread over a  whole te rm , the  study took th e
form of two weeks in tensive investigation , plus a few o ther v isits which w ere 
necessary  to  fill in some gaps in the inform ation .
The number of studen ts involved was re la tiv e ly  low especially  when com pared 
with those in case 1. There w ere 30 in th e  f irs t year, 35 in th e  second and 25 
in the  th ird . In addition these studen ts made frequen t use of the  c en tre . 
These two fac to rs  made it fairly  easy to  have access to  studen ts  through form al 
talks in the  c e n tre . A large number of users w ere in terv iew ed and arrangem ents  
w ere m ade, through th e ir friends, to ta lk  to  non-users a f te r  le c tu res , a t  lunch 
tim e and in the  evening in the  Union bar. Interview ing studen ts provided a 
good p ic tu re  of th e ir  m otivations, reac tions and expec ta tions about th e  c e n tre  
and continued until the  inform ation being gathered  began repeating  itse lf , th a t 
is when no new light was throw n onto those issues th a t had em erged. In th ese  
c ircum stances it was fe lt th a t th e re  was no need to prepare any questionnaire  
for s tuden ts.
Access to  s ta f f ,  how ever, was not as easy as for studen ts  and m ethods for 
gathering inform ation  from s ta f f  had to be developed according to  the  specific  
c ircum stances. The person in charge of the  c en tre  had accep ted  voluntary  
early  re tire m e n t and this seem ed to  re s tra in  him from  fac ilita tin g  the  ev a lu a to r’s 
introduction to  th e  general s ta f f . As no form al in troduction  was m ade to  th e  
s ta ff  it was necessary  to  develop ta c tic s  to  m eet s ta ff  m em bers inform ally , in 
the co ffee  lounge, for exam ple, and s ta r t  conversations which even tually  moved 
into m a tte rs  rela ting  to th e  cen tre .
This s itua tion  changed considerably, half way through the  study, when a  m eeting  
was held with the  s ta ff  in charge and the s ta f f  who w ere to  tak e  over th e  
cen tre . The need to  ge t m ore form al inform ation  from  s ta ff  becam e app aren t 
and a le t te r  was c ircu la ted  which included a de tachab le  slip w here all s ta f f  could 
s ta te  w here and when they could see and ta lk  to  the  ev a lu a to r. Thus m ost of 
the s ta f f  w ere in terv iew ed, including those who w ere not p a rtic ip a tin g  in th e  
c e n tre 's  a c tiv itie s .
There was in tensive observation within the  c en tre  and th e re  was access to  its  
docum entary  files, for exam ple, to the records kept in the  labora to ry  on s tu d e n ts ’ 
a tten d an ce . The analysis of these records uncovered the  p a tte rn  of use of th e
cen tre  by te rm , week, day and hour. This is p resen ted , to g e th er with the
\
results of the  analysis of the  inform ation gathered  through the  various o ther 
m ethods, in p a r t III, ch ap te r 7.
The Q uestionnaire Survey
A num ber of fea tu res  of the  cen tre s  identified  in the  case  studies w ere co rre la ted  
w ith inform ation  ex tra c te d  from  th e  lite ra tu re  and a  survey was p repared . The 
number of cen tre s  reported  in the  lite ra tu re  was re la tiv e ly  sm all and the  p ro jec t 
made e ffo rts  to identify  as many cen tres  in departm en ts  as possible through 
consultation  and correspondence. The resu lt was a  lis t of ninety th ree  cen tres  
to  which the  survey was sen t. The main aim of th e  survey was a quan tifica tion , 
with a large audience, of the  inform ation and tendencies obtained from  th e  case 
studies and lite ra tu re . The resu lts of the analysis of the  inform ation from  th e  
survey are  p resen ted  in ch ap te r 8 while a la te r  section  of th is ch ap te r deals 
with questionnaires as a technique for gathering views.
TECHNIQUES USED
The th ree  m ajor techniques used w ere observation , survey of opinions and 
a ttitu d es , and scrutiny of docum ents. In p rac tice  these w ere not used in isolation 
but in com bination and som etim es as a  way o f cross-checking in form ation  from  
d iffe ren t sources. For s ty listic  reasons how ever they are  described sep a ra te ly .
O bservation
U nstructured  observation was used in the  early  stages of the case  stud ies to  
becom e fam iliar with th e  sub ject of the  evaluation . It was also used throughout 
the stud ies, but to a much lesser ex ten t to  gain a m ore sensitive understanding 
of and to co rrobo ra te  issues identified  or suspected e a rlie r . For exam ple, in 
one of the  cen tre s , when observing the  verbal in te rac tio n s  betw een users and 
th e  organiser it was noted th a t the  la t te r  rarely  asked studen ts for feedback . 
This was la te r  followed up in an in terview  in which it becam e c lea r  th a t  feedback
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from  studen ts  was not one of th e  p rio rities  for the  c e n tre ’s organiser. A nother 
exam ple was th e  following up of a s tuden t user com plaint about lack of resources 
in one p articu la r subject; a f te r  checking this in in terview s with various o ther 
studen ts, it becam e c lea r th a t th e re  was a  fe lt  need for the  inclusion of learning 
resources in th a t particu la r a rea . When th e  feedback was given to the  organiser, 
he com m ented  th a t studen ts  should have taken  th e ir  pe tition  to  th e  s ta ff-s tu d e n ts  
co m m ittee , but he would anyway try  to  g e t some s ta ff  m em ber to  provide some 
m ate ria l on th e  topic concerned.
S truc tu red  observation was also used, although to  a much lesser e x te n t. For 
instance when any prolonged period of tim e was spent in a  cen tre  an a t te m p t 
was m ade to  record  the number of studen ts  p resen t or using th e  fac ilitie s  as well 
as th e ir individual ac tiv itie s . The aim of this was to  uncover any p a tte rn s  
regarding popularity  of the  m a teria ls  availab le . In this p a rticu la r in stance it 
was noted th a t a large number of studen ts showed a m arked p re fe ren ce  for the  
com puter based so rt of m ateria ls .
Interview s
S taff and studen ts  were in terv iew ed, in the  f irs t instance, in an open ended 
fo rm at; th e re  was, how ever, a general guideline in order not to  miss any 
im portan t issue. The conduct of in terview s was, how ever, flexible in o rder to  
allow in terv iew ees to develop th e ir thoughts as well as to  allow fu rth e r  enquiry 
when the ir rem arks provided insight in to  issues. Table 4.1 includes th e  guidelines 
which w ere prepared for the  in itia l studen t in terview s in one of the  c e n tre s  
studied.
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TABLE 4.1: S tudent in terv iew  guideline
Frequency of use 
Reasons for use
Level of aw areness abou t c e n tre ’s m ateria ls
R elevance to  lec tu re  courses
Need for more m ateria ls
L ec tu re rs ’ a t t i tu te s
Learning styles
D ifficu lties in the  c e n tre
Asked for help?
Suggested im provem ents 
Views on aims of c en tre
Q uestions w ere not necessarily  asked in the  o rder listed , but included a t  the  
appropria te  tim e  according to how th e  in terview s w ere developing.
S tructu red  interview ing was used to  a lesser e x te n t and usually when the  
in terv iew ee was in terview ed for a second (or even third) tim e. This happened 
when more focussed enquiries w ere necessary  on previously identified  issues; but 
even in these  c ircum stances th e re  was always a  p lace for an open ended a t titu d e  
in order to  be responsive. One particu la r in stance of s tru c tu red  in terv iew ing 
took place when studen ts pointed out th a t th e re  was a particu la rly  d ifficu lt top ic  
and th a t th e re  w ere no re levan t m a teria ls  in th e  c e n tre . N otes w ere taken  of 
the  points m ade by the  students and a schedule for an in terv iew  (the second in 
this case) w ith the  le c tu re r was drawn up. It included questions on how he 
had becom e involved in teaching the  sub ject, th e  teaching  m ethods, w hether or 
not th e re  was a  p lace for learning resources in th e  c e n tre  for those m ethods and, 
in general, questions leading to the c la rifica tio n  of his non-partic ipa tion  in th e  
a c tiv itie s  of th e  c e n tre . The open a t titu d e  m entioned ea rlie r was m ain tained  
on this occasion since the  lec tu re r made a quick rem ark , and in passing, to  th e  
e f fe c t th a t s tuden ts  in Scotland w ere very d iffe re n t to  those in England; th is
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was followed up a t an appropria te  tim e —  tow ards the  end of the  in terview  —  
and th e  le c tu re r  explained him self in d e ta il.
The m ethod chosen for recording the  in terview s was no te  taking during th e  
in terview  and although th is was done in long hand, m ost, if not all of w hat was 
said was recorded . W henever th e re  was som ething which needed to  be recorded 
verbatim , in terv iew ees allow ed tim e for th is. As soon as possible and usually 
in the  evening of th e  day of the  in terv iew  the  notes w ere expanded to  include 
deta ils  ta lked  about bu t not fully incorporated  particu la rly  those short notes 
which w ere m arked with an asterisk  for special a tte n tio n  la te r .
Q uestionnaires
Q uestionnaires w ere used in two instances as a  means of gathering  opinions. 
The f irs t questionnaire , was used in case study one when the  number of studen ts  
involved was high, about 450, and aim ed to  quan tify , w ith this la rger audience, 
some of the te n ta tiv e  findings from  processing inform ation  from  in terv iew s. 
O ther questions aim ed a t  gathering  s tuden t views on a few  m a tte rs  re la te d  to  
the cen tre .
An exam ple of the  quantifying type of question was th e  second, which aim ed a t 
categorising  studen ts  in th ree  main groups: regular users, occasional users and
non users. O ther questions asked studen ts  about the  m ateria ls  they  had used. 
There w ere also questions which asked studen ts to  assess the fu lfilm en t of th e  
ce n tre 's  s ta te d  aim s. For th is, the  th ree  aim s of the  c en tre  w ere listed  and 
students asked to ra te  th e ir fu lfilm ent on a  six point scale  w ith the  following 
m eaning:
1 = not a t all 
3 = about righ t 
5 = very well
This questionnaire also included open ended questions such as one which asked 
studen ts to  suggest any im provem ents and those which allowed them  to  m ake 
com m ents on the  questionnaire itse lf and/or p articu la r questions. This
2 = no t very well 
4 = fairly  well 
6 = no opinion
questionnaire was adm inistered  during studen t a tten d an ce  a t a labora to ry  
p rac tica l, a tim e which guaran teed  a  high p ercen tage  of responses. The 
questionnaire was kep t re la tive ly  short and easy to answ er, which m eant th a t 
studen ts w ere no t much d is trac ted  from  th e ir p rac tica l (see appendix B).
The second questionnaire was prepared  in order to  conduct the  national survey 
of d ep a rtm en ta l resource cen tre s . N inety th ree  nam es and addresses w ere
co llec ted  during the  course of the  study and it was beyond the resources of the  
p ro jec t to  a t te m p t to  v isit them  a 11. So the  case studies as well as th e  
lite ra tu re  w ere used to  draw up a questionnaire aim ed a t supplem enting and 
validating inform ation in five a rea s, each  of which was d ea lt w ith in one section  
of the questionnaire . There was also a prelim inary  section , a final section  for 
general com m ents and an in troductory  le t te r .  A b rief descrip tion  of each 
follows below.
The in troducto ry  le t te r  provided the  reasons for and aims of th e  questionnaire  
to g e th er w ith a few  simple instruc tions on how to  com plete  it. It was em phasised 
th a t th e  questionnaire was to  com plem ent inform ation acquired from  o th e r 
sources. The prelim inary  section  was designed to  encourage responses, especially  
from those who m ight consider the  questionnaire as an incursion in to  th e ir
academ ic freedom  or find th a t it did not allow them  to provide full answ ers. 
It read  as follows:
"If you do no t approve of th is enquiry please tick  this box
and re tu rn  the  questionnaire in the enveloped provided”
It would seem  th a t th is did encourage responses since th e re  was a  high p ercen tag e  
of responses (87%) and only one cam e back with the  tick  in th e  box.
The f irs t section  of the  questionnaire aim ed a t  quantifying a few  fa c ts  about 
the  cen tres  such as number of studen ts, size of c e n tre , e tc .  It was s tru c tu re d  
so th a t respondents simply had to in se rt ticks or num bers into app rop ria te  boxes 
as answ ers. The final question of the  section was open ended: "P lease s ta te
briefly  the  aim s of your c en tre , (or enclose any docum ents w here th ese  a re  
sta ted )".
Section tw o aim ed a t  gathering  inform ation  about the  learning resources housed 
in the c en tre s , w hether they w ere cata logued , who had produced them , th e ir  
num bers, e tc .  All questions in th is section  w ere of the fixed type , th a t is, 
ticks and num bers w ere only necessary  for th e  answ ers. Section th re e  aim ed 
a t indicating the relationships betw een the  cen tre s  and th e  d epartm en ta l s ta f f  
or o ther dep artm en ts  and the  financial support enjoyed by the  cen tre s . In th is 
section th e re  was one question of the  ra ting  type in which the  support from  
various agencies had to  be ra ted  from  being very good to  no support w hatsoever.
Section four was addressed to  the  feedback  and evaluation ac tiv itie s  of the  
cen tres . The questions in this section  w ere mixed, open ended in the  case  of 
evaluation and of the rating  type to ind ica te  w hat the  various people w ithin th e  
institu tion  thought of the  cen tre s . The fif th  section  aim ed a t  g e ttin g  som e 
inform ation about the people who run the  cen tres : th e ir s ta tu s , w hether they
w ere involved in s ta ff  developm ent in th e ir dep artm en ts  and /or in s titu tions . The 
final section  asked for anything else th a t th e  respondents might wish to  add or 
com m ents on the natu re  of th e  questionnaire or p a rticu la r questions. The 
questionnaire used for the survey is appended (appendix E) and the  p roccessed  
inform ation is p resen ted  in chap ter 8.
Study of D ocum ents
The study of c e n tre s ’ docum ents also took place during the  execu tion  of th e  
case stud ies. Personal docum ents such as le tte rs  and d ra fts  w ere consulted  as 
well as o ffic ia l docum ents such as proposals, co m m ittee  m inutes, handouts, 
docum ents, e tc . In one c en tre , access to  exam ination results was availab le , 
which made it possible to  look for co rre la tions  betw een the  use of th e  c e n tre  
and exam  perfo rm ance. Since exam resu lts  a re  usually confiden tia l in fo rm ation , 
this access to  them  was g rea tly  app rec ia ted . In the  o ther c en tre  th e  num ber 
of s tuden ts was ta llied  hourly a t the  half hour. The com puterised analysis of 
this inform ation  provided sign ifican t tendencies as to  w hat days, hours or week 
of term  the  cen tre  was m ore popular.
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ANALYSIS OF INFORMATION GATHERED
It is im portan t to  point ou t a t  th is s tag e  th a t passing from  the  phase of obtaining 
inform ation to  its  analysis was not a sharp operation . The two a c tiv itie s , in 
fa c t, overlapped quite a lo t. For exam ple, in o rder to  prepare the  survey 
questionnaire , analysis of in form ation  from o ther sources, visits, in terv iew s, case  
studies, e tc . had already begun and some te n ta tiv e  conclusions advanced. Also, 
when a lready  enagaged in analysis it was som etim es necessary  to  go back to  the  
field in o rder to  fill in any gap discovered in th e  d a ta .
The process of analysis consisted  of, in the f irs t in stance, classifying w hat was 
sto red  in num erous files. Each of these corresponded to  inform ation com ing 
from individual sources, an in terv iew , a day of no te  taken from observation , 
questionnaires, exam ination of docum ents.To achieve th is , new files w ere opened, 
th is tim e corresponding to  p a rticu la r issues w ith inform ation  coming from  various 
sources. For exam ple, in one of th e  case stud ies these  took th e  form  of f if ty  
th ree  individual files, each of which contained  inform ation  from all sources. A 
selection  of th e  headings of th e  files a re  provided in tab le  4.2 below:
TABLE 4.2: Selection of F ile Headings
S taff views on studen ts 
Feedback and evaluation 
S ta ff a ttitu d es  
S ta ff-s tu d en t com m ittee  
E xten t of use by studen ts 
Reasons for use 
S tudent a ttitu d es  
Problem s
C om m ents on aim s 
The fu tu re  
Suggestions 
E tc ., e tc .
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The horizontal exam ination of th is in form ation , now by particu la r issue, p erm itted  
the  uncovering of general trends as well th e  discovery of relationships betw een 
them . It was possible, for exam ple, to discover ce rta in  p a tte rn s , in a  causal 
sense, in w hat concerned s tuden t learning/studying m ethods and th e  use of the  
cen tre s . It was found th a t use of the  cen tre s  cam e, to  a larger e x ten t, from  
those s tuden ts  who had a degree of regu la rity  in the ir studying. In opposition 
to  this non users w ere mainly from  the the  group of students who tended to  
leave th e ir  study until a couple of w eeks before th e ir exam s. Sim ilar p a tte rn s  
were found for various issues.
The resu lts  of th e  analysis of the inform ation  ga thered  during th e  execution  of 
the case stud ies and survey are  p resen ted  in p a rt III (chap ters 6, 7, 8 and 9).
SUMMARY
The m ethodology followed evaluation as illum ination as the  main th e o re tic a l 
fram ew ork. The study was conducted in th ree  overlapping stages, p repara tion  
and fam ilia risa tion , gathering of inform ation  and analysis of the  inform ation  
gathered .
Techniques for gathering inform ation w ere developed to  suit th e  s itua tions  in 
which they w ere applied. Various m ethods for surveying views, opinions, a ttitu d e s  
and reac tions w ere used, bu t p re fe ren ce  was given to  th e  use of in terv iew s. 
O bservation, questionnaires and scru tiny  of docum ents w ere also used.
The main aim of observation was to  develop knowledge about daily even ts  and 
in te rac tio n s; both main types of observation , unstruc tu red  and s tru c tu re d , w ere 
used. S em i-structu red  in terview s w ere the  m ost used, but s tru c tu red  and open 
ended form s of interview ing w ere also used. Q uestionnaires w ere used to  
quan tify , va lidate  and supplem ent inform ation  from  o th e r sources, e .g . in terv iew s, 
observation , case stud ies, li te ra tu re .
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C H A P T E R  5 
INTERVIEW STRATEGY
INTRODUCTION
As argued in ch ap te r 4, one of the  m ajor evaluation  techniques for gathering  
inform ation is the  in terv iew . But the  in terv iew  is not only a research  techn ique, 
it is also an a r t ,  the a r t  of human com m unication, which in its sem i-stru c tu red  
form favoured in th is study falls betw een in terrogation  and a conversation  p iece .
As a tool of human com m unications, its  m ost usual form  involves tw o people 
who en te r into a so rt of transac tion  in which one, the  in terv iew er, has th e  
ob jective  of ’e x tra c tin g ' in form ation from  the  o th e r, the  in terv iew ee. The sty le  
in which th is is done is a major de term inan t of the  'success ' of th e  in terv iew  in 
the  sense of th e  am ount of inform ation gathered . In tu rn , the  s ty le  in which 
an in terview  is conducted depends to a large degree upon the  in te rv iew er's  skills.
It is useful for in terv iew ers to  p resen t a range of responses to  th e  various 
situations encountered  in an in terv iew , for exam ple, being silen t in c e rta in  
circum stances or being p ers is ten t or in sis ten t in o th e rs . It is also usefu l if 
in terv iew ers can develop the ir own sty les, but it is m ore helpful if they  can  back 
up these sty les w ith a th eo re tic a l fram ew ork which allows them  to  be aw are  of 
a  varie ty  of sty les w ith which to  respond to  the  various possible s itua tions .
This was th e  w rite r 's  experience since he had several years of in terv iew ing  
experience and believed he th a t had evolved a fa irly  com peten t sty le . H ow ever, 
a f te r  the  p resen t study had begun, the  w rite r  had the  opportunity  of becom ing 
acquainted with th e  'Human P o ten tia l M ovem ent', and in p articu la r w ith th e
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Human P o ten tia l R esearch  P ro jec t of the  U niversity  of Surrey. One of the  
resu lts  of th is p ro jec t was the  a rticu la tio n  of Six C ategory  In tervention  Analysis 
(Heron 1975) which can be applied "across the  board to  consultancy, tu to ring , 
counsellin g  in terview ing, therapy , tra in ing , individual or group fac ilita tio n , clin ical 
and all professional in terven tions", (p 1).
As a consequence the  w rite r decided to  apply Six C ategory  In tervention  Analysis 
to  his in terview ing as w ell as in his role of fac ilita tin g  the  estab lishm en t o f a 
resource c e n tre  in the  D epartm en t of Educational S tudies, U niversity of Surrey.
The p resen t ch ap te r, th e re fo re , is devoted to  reporting  th e  app lication  of Six 
C ategory  In tervention  Analysis to th e  in terv iew . It begins with an overview  of 
the  so rts of s itua tions encountered  in an in terv iew . Secondly, i t  review s the
main prem ises of Six C ategory  In tervention  Analysis. N ext, it provides th e  
w rite r 's  m onitoring and assessm ent of the s tra teg y  for in terven tion .
INTERVIEW 'SITUATIONS'
There a re  th re e  d istinc tive  stages in an in terv iew . The f irs t stage is the  opening 
when a 'c o n tra c t ' is established betw een the tw o p arties . The second s tag e  is 
th e  question and answ er or conversation and the final stage is the  closing. There 
are  also c ircum stances in which in terv iew ers can in te rvene . Twenty 's itu a tio n s ' 
a re  briefly  described below.
S ituation 1:
At the  very beginning of an in terv iew  a  c o n tra c t betw een the  tw o p a rtie s  is 
estab lished . H ere the in terv iew ers need to  be aw are of the  so rt o f c o n tra c t 
being se t up and in tervene in order th a t the  m ost useful and m utually agreeab le  
is estab lished .
S ituation 2:
Once the c o n tra c t is estab lished , w hat follows is th e  estab lishm en t of a rap p o rt, 
which should enable unfavourable a ttitu d e s  to  be expressed, and be based on 
principles of confidence and one of 'fellow  w orkers'.
S ituation 3:
As co n fiden tia lity  is o ffered  it becom es apparen t th a t the  in terv iew  is one of 
the m ost penetra tin g  ways of gathering  inform ation  from  and about people so 
th a t the need for rules to  con tro l both the acquisition  and subsequent use of 
the inform ation  has to  be c learly  estab lished .
S ituation 4:
The im portance of th e  estab lishm ent of confidence com es nex t since it  is one 
of th e  ways in which people can speak freely  and also because in te rv iew ers a re  
ra re ly  in a position to  influence the even ts being investigated  and they  have to  
show em pathy  with th e  in terv iew ees ' concerns.
S ituation 5:
From the  very  beginning of an in terv iew  it is im portan t to  judge th e  sign ificance 
of w hat is said by non-verbal m eans such as th e  tone of voice, how people dress, 
how they  look, how and w here they s it, or to  in fer the  meaning of w hat is not 
said or w hat is denied.
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Situation 6:
The in terv iew , although a technique, cannot be techn ica lly  or m echanically  
adm in istra ted . It is a human in te rac tio n  in which th e  personalities of the  tw o 
individuals a re  c ritic a lly  sign ifican t to  the  success of th e  in terview .
Situation 7:
It follows from  th e  above th a t in terv iew ers need to  be aw are of the  various 
possible ca teg o ries  of in terv iew ees such as those who are  shy or bold, quick or 
siow, casual or form al, d irec t and concre te  or subtle and a b s tra c t. A nother 
aspect to  bear in mind is th a t in terv iew ees vary considerably in the  degree of 
the ir com m itm ent to  the ir work.
S ituation 8:
The preconceptions of both in terv iew ee and in terv iew er also need to  be considered  
since they can influence the in terv iew  to a large e x ten t: w hat they  say, hear
and respond. How the  in terv iew ees perceive the  in terv iew ers is c r it ic a l;  w hether 
the in terv iew ers are  perceived as sym pathetic , c r it ic a l or th rea ten in g , for 
exam ple, influences w hat kind of inform ation is o ffe red . How in terv iew ers 
perceive in terv iew ees, as in te res ted , ind ifferen t or hostile  also influences th e  
type of questions to  be asked.
S ituation 9:
It is im portan t, then , th a t the beginning of an in terv iew  develops along the  
appropria te  trac k  and one way to  achieve th is is to  encourage in terv iew ees to  
s ta r t  talking about w hat in te res ts  them  m ost as if they w ere in a social 
conversation.
S ituation 10:
A nother a sp ec t to be aw are of is th a t talking too much or listening too  l i t t le  
or suggesting answ ers are  real dangers if the in terv iew  is expec ted  to  re f le c t 
thoughts and feelings.
S ituation 11:
As the  in terv iew  develops th e re  is a need to  ask d iffe re n t questions each  of 
which need d iffe re n t approaches. Some of the  questions can be ca teg o rised  in
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the  following groups: know how questions
key questions
supplem entary  questions
leading questions
open ended or closed questions
filte r  questions, e tc .
S ituation 12:
The type of questions asked a t the  beginning is crucia l for the success of th e  
in terview  and th e  open ended type of the form  w hat, how, why, help to  e lic it 
construc ted  responses ra th e r  short phrased responses.
S ituation 13:
It may happen th a t the in terv iew er runs out of questions or simply fo rg e ts  w hat 
com es nex t. One of the the  m ore appropria te  s tra te g ie s  in th ese  cases is to  
keep silen t. The 'm m hs' and 'yes ' and 'a h a ' and 'yah ' a re  of l i t t le  help.
S ituation 14:
The question of con tro l of the  in terv iew  is im portan t. Ideally, con tro l is shared . 
On the one hand the  in terv iew ees need to  be given freedom  to ta lk  free ly , and 
on the o th e r, the in terv iew ers need to  go aw ay, a t  the  end of th e  in terv iew , 
with the  desired  inform ation . If th e  in terv iew er has the  overall con tro l th e  
in terv iew ee may be prevented  from  offering  spontaneous inform ation . While if 
the in terv iew ee has th e  overall contro l the  in terv iew  may produce nothing 
substan tia l.
S ituation  15:
One of th e  skills th a t in terv iew ers need to  develop for successful in terv iew ing  
is the  genuine capacity  to  listen .
S ituation 16:
A nother skill is th a t of following up cues; asking in terv iew ees to  e lab o ra te  or 
explain how they adopted a p a rticu la r view, in troducing a them e for com m ents. 
These a re  all means of extending the level of in fo rm ation .
Situation 17:
At tim es in terv iew ers may wish to  in te rru p t in order to  feed  in some 
in te rp re ta tio n ; a t o ther tim es th e  in terrup tion  may be for taking up a  point. 
But, when, how and how many in terrup tions can th e re  be in an in terv iew ?
Situation 18:
On o ther occasions th e re  may be a need to  confront the  in terv iew ees e ith e r  w ith 
th e ir own previous rem arks or with the  argum ents of opponents. Again, how, 
when and how much of this can th e re  be in an in terv iew ?
Situation 19:
Because of th e  rules and conventions studen ts  may not fee l as free  as th e ir 
teachers  to  express th e ir a ttitu d e s  and feelings; or they may be in a rtic u la te .
S ituation 20:
The in terv iew ee may assum e the ro le of in terv iew er.
This lis t, by no means exhaustive, illu s tra te s  th a t the  range of skills in terv iew ers 
require is very  wide and common sense alone is not enough, an appropria te  
th e o re tic a l and p rac tica l fram ew ork is needed for the right sort o f approach to  
the  in terview  as well as for the use of th e  righ t so rt of in terven tions during it 
for th e  success in term s of the  am ount of in form ation to  be g a th ered .
REVIEW OF SIX CATEGORY INTERVENTION 
ANALYSIS' MAIN PREMISES
The firs t a sp ec t to  be review ed is th e  meaning of 'in te rv en tio n ' as understood 
by the developer of in tervention  s tra te g ie s . Heron (1975) argues th a t  although 
the  word in terven tion  unfortunate ly  ca rries  a connotation  of in te rfe re n c e , it is 
the  term  which best describes the  s tra teg y  because it im plies a c lea r  
d iffe re re n tia tio n  of roles betw een the one who is practising  the in te rv en tio n , the  
in terv iew er, and its  recip ien t, the  in terv iew ee. The term  in terven tion  also 
em phasises the  voluntary  co n tra c t betw een the  parties; the  in te rv iew er is th e re  
to  co llec t inform ation  and the in terv iew ee to  provide i t  and both e n te r  in to  ^the 
c o n tra c t vo luntarily .
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Heron (1977:2) argues th a t  behaviour can be analysed a t th ree  d iffe re n t levels, 
w here the  la te r  ones subsume and include the  e a rlie r , as follows:
1. M ovem ent: th e  analysis gives simple descrip tions of physical m ovem ents 
and th e  analysis is purely k ine tic  and g eo m etric .
2. A ctions: the  analysis gives simple f irs t o rder descriptions of p ieces of 
behaviour which are  included in a social co n tex t, such as walks, ta lk s, and 
which includes actions of a verbal n a tu re  such as asking a question.
3. In ten tions: the  analysis s ta te s  w hat the  conscious purpose of the  behaviour 
is, th a t is, it s ta te s  why a person is walking, talking or asking questions.
Six C ategory  In tervention Analysis ca tego rises the  behaviour of the  p ra c titio n e r , 
in this case in terv iew er, a t  th e  level of in ten tio n a iity  and, as the  t i t le  suggests, 
picks up six basic types of behaviour as follows:
"Prescriptive: give advice to , be judgm ental /  c ritic a l /  evaluative .
A p rescrip tive  in tervention  is one th a t exp licitly  seeks to  d irec t 
the  behaviour of th e  c lien t, especially  though not exclusively 
behaviour th a t is outside or beyond the  p rac titio n e r-c lien t 
in te rac tio n .
Informative: Be d idactic , in s tru c t /  inform , in te rp re t. An 
in fo rm ative  in tervention  seeks to  im part new knowledge and 
inform ation  to  the c lien t.
Confronting: Be challenging, give d ire c t feedback . A confronting 
in terven tion  d irec tly  challenges the re s tr ic tiv e  a ttitu d e  /  belief /  
behaviour of th e  c lien t.
Cathartic: R elease tension in, encourage laugh ter /  crying /
trem bling  /  storm ing. A c a th a r tic  in terven tion  seeks to  enable 
the  c lien t to  ab reac t painful em otion.
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C ata ly tic : Be re fle c tiv e , encourage se lf d irec ted  problem -solving,
e lic it inform ation from . A c a ta ly tic  in terven tion  seeks to  enable 
the  c lien t to  learn  and develop by self d irec tion  and self discovery 
w ithin the  co n tex t of the  p rac titio n e r-c lien t situa tion , bu t also 
beyond it.
Supportive: Be approving /  conform ing /  validating . A supportive
in terven tion  affirm s the  w orth and value of th e  c lien t."
(Heron 1975:3)
The f irs t th ree  ca tego ries are  grouped as au th o rita tiv e  since th e  p rac titio n e r 
takes a m ore dom inant ro le, while th e  la st th ree  a re  called  fac ilita tiv e  because 
the  role of the  p rac titio n e r is m ore d isc ree t.
Some in teresting  aspects to  em phasise a re  th a t the ca teg o ries  a re  not exclusive 
of each o th e r, a re  in terdependent and, on occasions need to  be used in conjunction. 
They are  all of equal im portance or sign ificance. The ca teg o ries , when properly 
used, co n s titu te  th e  best use of a p ra c titio n e r’s own resources.
There a re , how ever, degenerative uses of the  ca teg o ries . U nsolicited 
in terven tions in fa c t becom e in te rfe ren ces: this is overcom e by exp lic itly  s ta tin g  
the so rt of in terven tion  to  be used, by saying for exam ple, "May I o ffe r you 
some advice" before a p rescrip tive  in terven tion . A second type of degeneration  
is the m anipulation of the in tervention  for the  purposes of the  p rac titio n e r . A 
third type is the overdeterm ined or com pulsive in terven tions, which happen when 
a p rac titio n e r, for w hatever reason, only uses a reduced num ber of the  
in terven tions thus losing sight of the  needs of th e  s itua tion .
Each of the  six categories of in terven tion  has its  corresponding e f fe c t  in th e  
behaviour of the  c lien t so th a t the  p rac tioner is p rescrip tive  in a way th a t  
enhances se lf determ ination  in the c lien t; in fo rm ative  in a way th a t enhances 
inform ed independent thinking in the  c lien t; confronting  in a way th a t enhances 
in ten tional grow th in the c lien t; c a th a r tic  in a way th a t  enhances aw are re lease  
of feelings in the  c lien t; c a ta ly tic  in a way th a t enhances self insight in th e  
c lien t; and supportive in a way th a t enhances ce leb ra tio n  of self in the  c lien t.
The c a ta ly tic  ca tego ry  is the m ost influencial over all th e  c lien t ca tego ries . 
The c a th a r tic  ca teg o ry , on its  p a r t has an influence on th ree  of the  c l ie n t’s 
s ta te s , while the  confronting has it on tw o. Figure 5.1 (overleaf) illu s tra te s  
these influences.
FIGURE 5.1: C ategory  influences.
p rescrip tive  _______________________ ^ se lf determ ining
info rm ative inform ed independent thinkin;
confronting in ten tional grow th
c a th a r tic aw are re lease  of feeling
c a ta ly tic self insight
supportive ce leb ra tion  of se lf
As Heron (1977:5) has s ta te d  ’’the  ideal p rac titio n e r c lien t re la tionsh ip  is one 
in which th e  a ttitu d e  of the  p rac titio n e r is fundam entally  supportive, th e  a t titu d e  
of the c lien t is basically  ce leb ra to ry , the  p ra c titio n e r’s prim ary  type of 
in terven tion  is c a ta ly tic  —  fac ilita tin g , enabling, drawing ou t all th e  c lie n t s ta te s ”.
F urther reading about the  s tra teg y  can be found in Cooper (1976), H eron (1977b), 
Heron (1981a), Heron (1981b), M assarick (1981), K ilty (1981).
EXAMPLES OF THE APPLICATION 
OF SIX CATEGORY INTERVENTION 
ANALYSIS TO INTERVIEWING
The following exam ples a re  taken  from two m ajor sources, the  in terv iew s 
them selves and the th ree  case stud ies. As these  describe personal experience, 
th e  f irs t person is em ployed.
I was p rescrip tive  a t  the  beginning of in terv iew s with studen ts in th e  sense th a t 
I specifica lly  told them  what I was expecting  from  them . I was also p rescrip tive  
a t the end of each  of th e  case studies when I provided some recom m endations. 
In one of th e  case studies, for exam ple, I was p rescrip tive  in th a t  I suggested 
th a t the cen tre  up da te  one of its  aims to  re f le c t the  p resen t c ircum stances  in 
which it o p era tes . In the  case of th e  estab lishm en t of a resource c e n tre  a t  
Surrey, I was p rescrip tive  when I drew up th e  main body of proposals for th e  
estab lishm ent of the  c e n tre . I was also p rescrip tive  when I suggested  th a t  i t  
was necessary  to  appoint a full tim e o ffice r if a fa s te r  and sm oother full 
developm ent of th e  cen tre  was desired .
The in form ative  category  was also used in many instances, including the  in terv iew s 
and the  case studies. For exam ple, I was in fo rm ative  a t  the beginning of th e  
in terview s with s ta ff  m em bers in the  sense th a t I provided them  w ith a p ic tu re  
of w hat th e  study w anted to  achieve as well as pointing out how th e ir d ep a rtm en t 
could benefit from  the  study. I was also in fo rm ative  with the people in charge 
of the cen tre s  evaluated , since I provided them  w ith in terim  feedback  of th e  
in itia l and te n ta tiv e  conclusions of the  studies once the  intensive periods of 
interview ing w ere com pleted . In ano ther in stance I brought a body of know ledge 
about resource  cen tres  to  the D epartm en t of Educational Studies, and suggested  
th a t some of the organisational problem s faced  by the  dep artm en t could be 
overcom e by th e  estab lishm ent of a resource c en tre .
The confronting category  was used when s ta f f  rem arked  th a t s tuden ts  did no t 
like any o th e r teaching method but th e  le c tu re  and I asked for co n cre te  ev idence 
on which they  based the ir com m ents. It then cam e c lea r th a t th is was an 
assum ption which s ta ff  accep ted  m ight not be c o rre c t. On o the r occasions I 
had to  re so rt to  d irec t questioning. Once I was told som ething which appeared
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to  be outrageous and I in tervened  by saying "I do not believe th a t,  p lease develop 
your argum ent". A nother way in which I was confronting was when I had to 
in te rru p t ce rta in  p a tte rn s  in the  developm ent of the  in terv iew , for exam ple, 
a f te r  a s ta f f  m em ber asserted  he had l i t t le  tim e for the  in terview  bu t then w ent 
on and on describing aspects of research  work which, given th e  lim ited  tim e, 
was not d irec tly  re levan t to the  purpose of the  in terv iew , I then  had to  in te rru p t 
him and draw him tow ards a descrip tion  of his teach ing  ac tiv itie s  w ithin the  
cen tre . A nother exam ple com es from  the  fac ilita tin g  role in the  D.E.S., w here 
th e re  was a need for d irec t feedback which was confronting . Because of th e  
s tru c tu re , or perhaps lack of s tru c tu re , of th e  d ep artm en t th e re  cam e a tim e 
when proposals for the  estab lishm ent of the  cen tre  w ere agreed by th e  re levan t 
d ep artm en ta l com m ittee , but tim e passed and passed and th e re  was no c lea r 
indication of when the  proposals could be im plem ented . In a ta lk  w ith one of 
the  d ep artm en ta l adm in istra to rs I had to be confronting in th e  sense th a t I 
rem arked th a t "The im pression I g e t is th a t th e re  is no real in te re s t in the  
developm ent of the  cen tre" . This d ire c t feedback produced the  expec ted  resu lts: 
th e  Head of D epartm en t was given a copy of the  proposals, and he gave the 
goahead.
Because of its  n a tu re  the c a th a r tic  ca teg o ry  had a lim ited  use during th e  studies 
reported  h ere . It was used, for exam ple, with studen ts in f irs t year classes 
who appeared em barrassed a t being in terv iew ed . In these cases we agreed  to  
ta lk  about o th e r things until we w ere m ore relaxed and c a th a r tic  in te rven tions 
w ere applied in order to provoke laughter and to  re lease  em barrasm en t. This 
was done particu la rly  with younger students in the  case study in Scotland. The 
c a th a r tic  ca tego ry  was also used when the  in terv iew ees expressed feelings of 
d issa tisfac tion  about the running of the  c e n tre  and w ere asked to  re p e a t as well 
as expand. It was also used when in terv iew ees m ade slips of th e  tongue and as 
fa r as possible w ere asked to  ra tionalise  on the  slip; I say as fa r as possible 
because in some instances the in terv iew ee did not w ant to  go into d e ta ils  and 
this desire was, obviously, respected .
The c a ta ly tic  ca tego ry  was extensively  used with s tuden ts  and s ta f f  in th a t they  
w ere always allowed to  express them selves free ly , questions of th e  open ended 
type being used for the  purpose. I was c a ta ly tic  in th a t I not only listenned 
but also showed a tten tio n  and in te re s t in w hat the  in terv iew ee was saying.
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There w ere some instances when th e  in terv iew ee w anted to  change th e  sub ject 
because of th e  possible breaking of confiden tia lity ; I then reso rted  to  a c a ta ly tic  
(and supportive) in terven tion  by assuring the  in terv iew ee th a t anything said during 
th e  in terv iew  would rem ain  con fiden tia l, in th is way some m ore in form ation  was 
teased  ou t. In o ther instances the  in terven tion  chosen in order to  obta in  fu rth e r 
developm ent of a top ic  was by echoing back som ething said by th e  in terv iew ee, 
for exam ple, the  rem ark  'i t  is all m a tte r  of personalities, you know1, a f te r  which 
th e  in terv iew ee sm iled and explained w hat he m ean t. This was a  successfu l 
in terven tion  since th is p articu la r s ta f f  m em ber voiced several com plain ts about 
th e  person in charge of th e  c e n tre , which w ere then followed up w ith o th e r s ta f f  
m em bers to  check on how general they  w ere. In fa c t only a few  of his vews 
w ere shared by o thers , including th e  person to  whom they re fe rre d .
A nother instance of a ca ta ly tic  in terven tion  was the  sum m arising of a  long 
argum ent in o rder to  m ake sure th a t w hat had been said was understood . This 
usually took th e  form  of "am I righ t if I sum m arise w hat you said as follows ... ?". 
Showing knowledge of th e  ac tiv itie s  of th e  departm en t in general and of th e  
cen tre s  in particu la r was also c a ta ly tic  and usually developed into m ore in-depth  
conversations about the  topics and issues of in te re s t for the study.
The supportive in terven tion  was used perm anently  through being a le r t  and 
a t te n tiv e  to  w hat in terv iew ees had to  say and by sharing some of th e ir  concerns. 
For exam ple, in the  case study in Scotland, the s ta ff  w ere really  concerned  
about the  possible th re a t posed to  the  c en tre  by the  general cu t-b ack s , a concern  
which I did not h e s ita te  to  share w ith them . I was also supportive in th e  sense 
th a t  I acknow ledged th e  tim e and inform ation  th a t the  in terv iew ees had provided. 
When some of th e  in terv iew ees assum ed an over m odest position, s ta tin g  th a t  
they  had li ttle  to  o ffe r, it was necessary  to  say how valuable th e  in form ation  
was and move to  a ca ta ly tic  in terven tion  to get the  in terview  going. A nother 
exam ple of a supportive in terven tion  was when I shared with my in terv iew ees 
th e  knowledge about cen tres  th a t I had previously obtained, in p a rticu la r  those 
re la ting  to  how problem s w ere being so rted  out in o ther places.
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ASSESSMENT OF THE APPLICATION
A ssessm ent was conducted a t  the  tim e of interview ing and with th ree  main aim s: 
to  appraise w hether the  in terview s w ere achieving the  objectives they w ere se t 
out to  achieve; to  review  w hether they had followed th e  sem i-stru c tu red  fo rm at 
prepared beforehand; and to  analyse w hether they  w ere 'w ell' conducted , (in 
the  sense of being ’r ig h t1 according to  the  co n tex t in which they took place).
The assessm ent was mainly done through th e  review  of the  notes taken  during 
the  in terv iew s and in o rder to:
a) observe when any in terven tion  ca tego ry  was applied, th a t is, the  tim ing 
fac to r of th e ir application  was analysed;
b) review  w hether the so rt of in terven tion  was appropria te  to  the  
c ircum stance;
c) observe the  sty le  used and w hether th e re  w ere any ’m issed’ opportun ities 
for an in terven tion ;
d) observe th e  e f fe c ts  of the  in terven tions, w hether they  produced th e  desired  
resu lt.
One of the  m ajor advantages of th e  process of review ing the  in terv iew s was 
th a t se lf-aw areness about the  in terven tions and th e ir  applicability  increased  
considerably . The review  usually took place in th e  evening following the
interview  sessions with co n stan t consultation  of two m anuals on th e  ca teg o ries : 
Six C ategory  In tervention Analysis and Dimensions of F ac ilita to r S ty le .
At the  early  stages of case study two and when it appeared  th a t access to  s ta f f  
in terview s was a l i t t le  d ifficu lt, special consideration  was given to  the  confron ting  
ca tego ry , since the  notes showed th a t it had not been applied and th e re  had 
been plen ty  of proper opportunities for doing so. This in fa c t produced good 
resu lts in th a t the s ta f f  in charge was finally confronted  (through quoting 
opponents’ views), which partly  solved the problem  of access to  s ta f f .
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A nother instance was th e  discovery, during case study one, th a t  th e  supportive 
ca tego ry  was absen t from  th e  in terv iew  notes review ed. I was then  m ore a le r t  
to  the  situa tions in which it could be applied. This was particu la rly  im portan t 
because I did not w ant to  give th e  im pression th a t I was th e re  only to  rece ive  
things and not give anything. In la te r  interview s I shared th e  experiences and 
knowledge accum ulated  and was m ore self disclosing regarding the  problem s 
encountered  in in terview ing.
Sim ilarly th e  c a th a r tic  in terven tion  was observed as being absen t and it  was also 
noted th a t th e  beginning of s tuden t in terv iew s was no t to ta lly  sa tis fa c to ry  because 
it took some tim e  befo re  studen ts fe lt  relaxed enough to  ask questions or voice 
possible c ritic ism s on the  workings of the  cen tre s . The review  of th e  
m ethodological no tes to g e th e r w ith th e  analysis of the  co n ten t of th e  in terv iew  
and th e  consultation  of the  m anual showed th a t encouraging laughter a t  th e  
beginning of th e  in terview s m ight be a way to  solve this p a rticu la r d ifficu lty . 
In la te r  in terview s some rem arks m ade by o ther studen ts or s ta ff  w ere used to  
get the sub ject going. This happened when students w ere asked about th e ir  
study hab its, which is som ething they  seem ed tac itu rn  and em barrased  about, I 
rep ea ted  a rem ark  m ade by one s tuden t to  the  e f fe c t th a t he could only study 
in the  evenings a t  home and w earing the  headphones of his s te reo  equipm ent 
tuned loud in o rder to  iso la te  h im self from  the  s tre e t  noise. This usually 
produced slight laughter or sm iles of d isbelief, but it  also usually produced th e  
desired e f fe c t ,  s tuden ts began talk ing about the ir study habits.
The confirm ation  a t review tim e th a t the  sem i-struc tu red  fo rm at for th e  
in terv iew s, which was based on c a ta ly tic  in terven tions, was producing good resu lts  
was reassuring, and stim ulated  the  continuous application of the  fo rm at.
Some m oths a f te r  th e  interview ing took place the  w rite r a tten d ed  a tra in ing  
course on the  Six C ategory  In tervention Analysis w ith the  ob ject of being m ore 
closely exposed to  the  th e o re tic a l and experien tia l exercises associa ted  w ith th e  
analysis. The course (Kilty 1982) included th eo re rica l exp lanations, exerc ises 
of application and th e ir  review .
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The aim s of the  course w ere to  increase aw areness of th e  range of in terpersonal 
skills; to  increase skill in the  iden tified  areas  of w eakness; and to tra in  p a rtic ip an ts  
in the  ab ility  to  m onitor th e ir  perfo rm ance. The course began with an 
in troduction  to  the  s tru c tu re  of th e  workshops followed by an in troduction  to  
the re levan t theory .
The usual p a tte rn  of work was an in troduction  to  a ca tegory  followed by an 
exerc ise . Exercises w ere perform ed in pairs and sm all groups. P rac tise  of 
single ca teg o ries  w ere done in pairs, e .g . two p a rtic ip an ts  interview ing each  o th e r 
in tu rns. P rac tise  of the  use of more than one category  was done in sm all 
groups, e .g . one acting  as p rac titio n e r, ano ther as c lien t and the  th ird  observing 
and taking notes of the  in terven tions used, then the  roles were in terchanged  in 
order th a t each  group m em ber perform ed all th re e  roles.
There was a review  session a f te r  each of the  exerc ises; these tried  to  answ er 
questions such as th e  following.
How was my a tte n tio n ?
What qualities did I convey?
How aw are of those was I?
Which in tervention(s) did I use?
Did I really  need any?
Did they seem  to  be e ffe c tiv e ? .
E xperien tial exerc ises and th e ir review s highlighted areas of w eakness and s tren g th  
with the  im portan t consequence th a t my own lis t of s treng ths and w eaknesses 
was confirm ed in discussion with the o ther p a rtic ip an ts ; this m ade i t  possible 
to  conduct fu rth e r exercises in these areas, i.e  p rescrip tive , c a th a r tic  and 
in form ative ca teg o ries .
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CONCLUSIONS AND ONE RECOMMENDATION
The w rite r ’s research  train ing  and p rac tices  included th e o re tic a l knowledge about 
th e  in terv iew  techn ique, knowledge a rticu la ted  principally  by C icourel (1967), 
Schatzm an and S trauss (1973), Simons (1978). This had provided a so rt o f 'box 
of too ls ' of w hat to  do in in terv iew s. Six C ategory  In terven tion  Analysis 
enlarged th is box in th e  sense th a t it  provided ca teg o ries  to  be used in d iffe re n t 
s itua tions, including sty le , tim ing, co n ten t, form , e tc .  These tw o sources 
— interv iew  co n ten t knowledge and in terview  responsiveness—  co n s titu te  a 
pow erful partnersh ip , which im prove th e  e ffec tiveness  of in terview ing.
Secondly, th e  process of assessm ent perform ed during the  weeks of in terv iew ing  
highlighted those  ca tego ries which although appropria te  w ere not used because 
of th e  lack of a le rtn ess  to  them .
Thirdly, th e  process of assessm ent as well as the  p artic ipa tion  in a tra in ing  
course increased  th e  w rite r 's  aw areness in the  ca tego ries  to  a very large e x te n t. 
Feedback from  interview s conducted a f te r  the  course has shown th a t th e  w rite r 's  
skill did indeed increase.
F inally, one recom m endation derived from  the  f irs t conclusion above is th a t  any 
research  train ing  which includes interview ing as one of the  techniques for 
gathering  inform ation should include a basic train ing in Six C ategory  In terven tion  
Analysis.
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PART ffl: RESEARCH RESULTS
CHAPTER 6: CASE STUDY ONE
CHAPTER 7: CASE STUDY TWO
CHAPTER 8: NATIONAL SURVEY
CHAPTER 9: CASE STUDY THREE
P a rt III p resen ts  the  research  resu lts: ch ap te rs  6 and 7 rep o rt on two case
studies, th e  evaluations of two d ep artm en ta l resource cen tre s . The rep o rts  
include a  background description of th e  cen tre s , th e ir  organisation , e x te n t of use, 
p a rtic ip a n ts ' perceptions of advantages and disadvantages as well as th e  desired 
fu tu re  for c e n tre s . C hapter 8 repo rts  on a national survey of c en tre s  exam ining 
the  audience and th e ir  response, de ta ils  about th e  cen tre s  and learning resources 
they keep, the  support they  enjoy, th e ir feedback and evaluation a c tiv itie s , the  
people responsible for running d ep artm en ta l c en tre s . C hap ter 9 rep o rts  on th e  
third case study, th e  estab lishm ent of a d ep artm en ta l c en tre . It p resen ts  the  
stages of developm ent, th e  proposals drawn and docum ents th e  p relim inary  schem e 
developed for the  cen tre .
C H A P T E R  6
CASE STUDY ONE: EVALUATION OF A
DEPARTMENTAL RESOURCE CENTRE
INTRODUCTION
One of the  general aims of th e  research  p ro jec t was to  evaluate  the  educational 
significance of d epartm en ta l resource cen tres  through case studies and a  national 
survey.
In order to nego tia te  the study of c e n tre  one, the  academ ic in charge of a 
Biology d ep artm en ta l c en tre  was co n tac ted  and it was agreed th a t the  study 
would have tw o major purposes. The f irs t was to  gain an insight in to  th e  
services provided by the  c en tre , especially  because it was under po ten tia l th re a t 
due to the cu t-backs. The second purpose was to  provide a basis for the  
application of th e  in terview  s tra teg y  as well as for the  application of the  w r ite r ’s 
evaluation synthesis (still in those days in te n ta tiv e  form ).
The p resen t ch ap te r is concerned w ith m eeting the f irs t purpose, (the second 
was repo rted  in chap ters 5 and 10), and sum m arises fa c ts , reac tions , opinions 
and s ta tem en ts  of those involved in the  c en tre  — organisers, s ta f f  and stu d en ts—  
in order to  illum inate various aspects  of the  c e n tre 's  ac tiv itie s  and enable them  
to m ake sensitive decisions regarding the  fu tu re  of the  cen tre .
The inform ation sum m arised in this rep o rt was based prim arily  on fo rm al and 
inform al in terv iew s with academ ics and s tuden ts; these w ere supplem ented by 
observation , analysis of docum ents and the  adm in istra tion  of a questionnaire , (a
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copy of the  questionnaire was included in appendix B). There w ere in terview s 
with 20 of th e  2k s ta ff  whose studen ts  may use the cen tre  lasting, on average, 
for about one hour. There w ere also inform al ta lks with some of them . 79 
studen ts w ere in terview ed ou t of the  424 for whom th e  c en tre  is p rim arily  
available in the  year the  study took place (1981 - 1982); 15 when using th e
c en tre  and 6k during p rac tica l labo ra to ry  classes. There w ere also many inform al 
ta lks with s tuden ts a f te r  the ir p rac tica is  and in betw een lec tu res . In order to  
quantify  the  inform ation ga thered  in in terview s and obtain some r a t ’ngs a 
questionnaire was adm in istered , which was an expanded version of a  questionnaire 
designed by th e  w rite r in 1977. This la tte r  had been adm inistered every year 
by the c e n tre 's  se c re ta ry , which allowed some com parisons of the preceding five 
years of the  c en tre . Access was given to the  c e n tre 's  docum ents and to  th e  
D epartm en t's  s tuden t records, including th e ir exam ination  resu lts.
This ch ap te r is w ritten  with various audiences in mind, the c e n tre 's  o rganisers, 
the  academ ics involved and academ ics e lsew here, and it is organised in five 
sections which can be read independently of each  o th e r. It begins by providing 
a general background to the  c e n tre 's  fac ilitie s , ch a ra c te ris tic s  and aim s. It 
then analyses w hat ac tually  happened within the  c e n tre , the e x te n t of use by 
studen ts, th e ir reasons for use, and w hat was used. Since many Scottish  
U niversity studen ts do no Biology before U niversity  f irs t year, th e re  a re  
com parisons betw een the  use of the  c en tre  and Biology done a t school, and 
bew teen  use of the  cen tre  and exam  resu lts . The rep o rt sum m arises advan tages 
and disadvantages perceived by the  c e n tre 's  users, th e ir reservations and how 
they saw th e  aims of the  c e n tre  w ere being fu lfilled . The following section  
co n cen tra te s  on reporting how the  fu tu re  of the  c e n tre  was seen, and would like 
to  be seen, by students and s ta f f .  Finally some conclusions are  draw n and 
some recom m endations are  advanced.
CENTRE'S BACKGROUND
This d ep artm en ta l resource c e n tre  was se t up in 1974 as p a r t of an in terU n iversity  
pro jec t funded by the  N uffield Foundation. It was opened with th e  following 
aim s, which have been m aintained throughout this tim e.
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a) To help studen ts who have not done any Biology before to  grasp 
th e  fundam ental principles underlying the  sub ject.
b) To fill in gaps in s tu d en ts ' knowledge, and
c) To provide a new way of learning as some biological m ateria l 
is not easily  lea rn t from  books.
The c e n tre  occupied th ree  room s; tw o w ere on the 7th floor, one arranged for
private  study and the o ther for the  c e n tre 's  sec re ta ry  and one was on th e  9th
and top floor and houses the self in struc tional m a te ria l. There was a wide
range of learning resources and associa ted  equipm ent, including m icroscope slides, 
books, rep rin ts , audio tapes, film loops, workbooks, m icroscopes, film  view ers, 
tape  players, e tc .  These resources supplem ented m ateria l p resen ted  in le c tu res  
and w ere availab le on an optional basis. The 7th floor room kep t all the  
m ateria ls  for quick re fe ren ce  (e.g. books, rep rin ts , m icroscope slides) which w ere 
kep t in closed shelves w ith access to  them  via th e  c e n tre 's  s e c re ta ry . The 
m ateria ls  on th e  9th floor w ere on open shelves w ith equipm ent chained to  the  
desks. Both rooms w ere generally  unsupervised. Displays on aspects  of Biology
w ere also organised in the  foyer of th e  9th floor room . A deta iled  list of all
the  resources available in the c e n tre  and the  topics they  cover a re  p resen ted  
la te r  in th is ch ap te r and a copy of th e  c e n tre 's  ca ta logue is included in appendix C.
The c en tre  also provided a base for s tuden t self in struc tion  in Q u an tita tiv e  
Biology which gave them  knowledge of and p rac tice  a t  the M athem atics of 
Biology. Schedules of exercises on S ta tis tic a l M ethods w ere given ou t each  
week fo r 25 weeks in the  year and a tu to r  was available in the c en tre  to  answ er 
s tuden t questions on these exerc ises and o ther m a tte rs  re la ted  to  the  f irs t year 
course.
The fac ilitie s  w ere prim arily  o rien ted  for the  firs t year studen ts taking the  
O rdinary Biology Course, a basic Biology course from  which studen ts may continue 
to  o ther special areas of Biology in la te r  years, G enetics, Botany, e tc . The 
fac ilitie s  w ere also available to studen ts  in o the r courses such as the  40 s tuden ts  
of the  a r ts  taking a firs t year Human Biology course and the 283 f ir s t  year 
M edical and D ental C lass, who also tak e  a basic Biology course.
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At the  beginning of th e  year students are  told about the  fac ilitie s  availab le and 
a le a fle t is d is tribu ted  to  them . In addition, m em bers of the  s ta ff  a re  expected  
to  draw s tu d en ts’ a tten tio n  to th e  m a teria ls  re levan t to the ir le c tu res . The 
schedules for the  labora to ry  p rac tica l m ake re fe ren ce  to  the m a teria ls  in the  
cen tre  which are  re levan t to the  p articu la r p rac tica ls . Inform ation about th e  
cen tre  is conveyed to  studen ts through several no tice boards: w ithin the  c en tre , 
in the  lab o ra to rie s’ foyer and in th e  labora to ries them selves.
M embers of the  s ta ff  teach ing  the  f irs t year class cam e from  five serv ice  
departm en ts: Zoology, which covers m ost of the  teaching load, Cell Biology,
G enetics and Botany with less than  a th ird  and Virology with only two lec tu res .
The running of the  cen tre  lies with two s ta f f  m em bers of the  Zoology D epartm en t, 
a  le c tu re r and a  p a rt tim e se c re ta ry . The le c tu re r , who had the  overall 
responsibility  in addition to his teaching and research  ac tiv itie s , m ain tained  a 
general co-ord ination  with the th ree  classes and th e ir teach ers ; in p articu la r 
he looked a f te r  the  ordering of new m ateria ls , w riting Biology m a te ria l to  support 
displays, preparing Q uan tita tive  Biology schedules and booklets to  support 
laborato ry  work. The sec re ta ry  looked a f te r  the  day to day m anagem ent by 
making sure th a t things w ere in the  righ t place and th a t s tuden t queries w ere 
dealt w ith , and by lending m ate ria ls  kep t in closed shelves; betw een  10 to  16 
hours a week of her tim e w ere spen t typing and duplicating the  Q u an tita tiv e  
Biology schedules. On her own in itia tiv e  the  sec re ta ry  had done a  C e r t if ic a te  
on Educational Technology to  give a b e tte r  support to  the c en tre .
Up to  th e  previous session the cen tre  had a budget of £350 for its  expenses, 
but because of both the financial cu t backs and the  over spending of th e  Biology 
course, the  c e n tre ’s budget had been frozen . In th e  previous years th e  money 
had been a llo ca ted  to the rep lacem en t of fau lty  equipm ent, the  acquisition  of 
recom m ended books, consum ables and th e  like.
O riginally, and as a means of obtaining feedback , studen ts  w ere expec ted  to  
com plete com m ents cards on m ateria ls  they had used, but this was abandoned 
because the analysis of cards was cum bersom e. There are  now several ways 
through which th is takes p lace. A com m ents box located  from  the  s ta r t  of 
the cen tre  in the 9th floor is a two way system  because all suggestions and
com plaints le f t  in th e  box rece ive an answ er or rep o rt of the  action  taken . A 
record  is kep t of w hat workbooks (which accom pany several se lf in truc tional 
program m es) are  taken  by studen ts and of w hat books and rep rin ts a re  used. 
The c e n tre ’s annual questionnaire p e rm itted  the  iden tifica tion  of trends in usage 
as well as th e  co llection  of a number of suggestions. The s ta ff-s tu d en ts  
co m m ittee  deals w ith all so rts  of m a tte rs  on teach ing , including com m ents on 
the  resource c en tre .
A num ber of changes have been introduced in th e  c en tre  as a resu lt of th is 
feedback including som e physical rearrangem en t of th e  tab les  and chairs and the  
en fo rcem en t of silence in th e  7th floor quiet room . On the  o the r hand som e of 
the  suggestions proved im possible to  im plem ent such as the  s tu d en ts ' request for 
the  c en tre  to  be opened a f te r  5 p .m ., since for ecom ony reasons th e  whole 
building is shut down a t  5.
O ther changes in troduced include th e  standard isa tion  of equipm ent, th e  com plete  
rep lacem en t of slide se ts  by film strips, and the  partic ipa tion  of th e  c e n tre  in 
the  P rim ary School P ro jec t run by th e  Zoology D epartm en t and the  local Regional 
Council. This consists of studen ts visiting schools to  te ach , alongside th e  school 
te ach e r, some biological m a te ria l, which is usually backed up with audio visuals 
borrow ed from  th e  cen tre .
The cen tre  has also produced a new self instruc tional package on anim al behaviour; 
under a Scottish  U niversities schem e a self in struc tional program m e on G enetics 
was developed; and th ree  of the  original program m es on developm ental Biology 
had been revised in co llaboration  with s ta ff  m em bers.
The sec re ta ry  of th e  c en tre  m aintained a good rela tionship  with the  U niversity  
library . The library personnel, in particu la r th e  Biology sub ject lib rarians, have 
shown enthusiasm  in developing th e  library along sim ilar lines to  the  c e n tre , bu t 
th e  expense involved has preven ted  them  from such a developm ent. M aterials 
are  not tran sfe rred  to  th e  library because the  library  is not suited  to  ta p e  slide 
m ateria ls .
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THE USE OF THE CENTRE
The p resen t section  deals w ith w hat happened in the cen tre : the  e x te n t of its
use by stu d en ts , the ir reasons for doing or not doing so, w hat was used in the 
cen tre  e ith e r  th e  type of resources availab le or the  topics they cover, including 
the stu d en t perceptions of th e ir e ffec tiv en ess . The section  ends by analysing 
the e x te n t of use of the  tu to r who sa t several tim es a  week in the  c e n tre  to 
assist studen ts  w ith any problem s arising from  th e ir stud ies, w hether they  are  
or not users of the  c en tre . W henever it has been possible and appropria te  a 
com parison with previous years is in troduced .
The E xten t of Use
66% (42) of the  O rdinary Biology studen ts  in terview ed during the  p rac tica ls  
ind icated  th a t they w ere users of the  cen tre  and the rem aining 34% (22) studen ts  
said th a t they  would use the fac ility  som etim e in the  te rm . The 15 s tuden t 
users in terv iew ed  while using the  cen tre  said th a t they w ere frequen t users. 
The questionnaire which enlarged the  question to  the  whole of th e  1981 -  82 
O rdinary Biology class provided the  following answ ers: The fac ilitie s  of th e  9th 
floor w ere used by 58% (145 students) e ith e r on a regular basis or occasionally . 
The use of the  fac ilities  of th e  7th floor was higher a t  70% (179 studen ts). 
Figure 6.1 gives the  com parative use of th e  cen tre  for the  la st five years and 
for the  7th and 9th floors.
FIGURE 6.1: Use of the  C en tre  (in percen tages)
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,7 th  FLLOR
60 “ 9 th  FLOOR
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From the  figure it  can be seen th a t  the  overall use of the c en tre , of e ith e r  
fac ility , is re la tiv e ly  high and did not go below 70% over the five years th a t 
records have been k ep t. They also show th a t th e re  is a slightly higher use of 
th e  fac ilitie s  in th e  9th floor. In a voluntary  sam ple of this kind, it m ight 
happen th a t only those keen on using the  cen tre  filled in th e  questionnaire . 
What is in teresting  about th e  da ta  is th a t th e re  is no evidence for an over­
es tim ated  use of th is kind, since when a higher proportion of studen ts answ ered 
— as in 1981-82—- th e re  is no obvious decline in the  proportion of s tuden ts  
claim ing to  use th e  fac ilitie s .
Reasons for Use
Students had a d iversity  of reasons for using th e  c e n tre , which are  ca tego rised  
into four m ajor groups. F irs tly , the  cen tre  is used because studen ts find it  
valuable and useful and as one studen t pu t it: "I have never done Biology befo re  
... I need to  use all th e  fac ilitie s  to  understand many of th e  basics th a t  th e  
lec tu res don 't cover". Some studen ts also found th a t listening to  tapes  is a 
quicker way of studying than  using th e ir own notes, since "things are  p resen ted  in 
a  sim plified w ay, s tra ig h t to  the  main points", as ano ther s tuden t rem arked . A 
second group of reasons is re la ted  to  th e  lec tu re  courses in th a t studen ts  use 
the  c e n tre 's  m a te ria ls  when they have problem s which cannot be c lea red  up from  
the  notes or books, to  ge t e x tra  b its of in form ation , or simply because the  
lec tu re r recom m ended the  use of a p a rticu la r item . Several s tuden ts m entioned 
th a t they use it to  c lea r up topics half understood in th e  lec tu res or to  ca tch  
up with missed lec tu res . In all these  cases th e  com mon them e for th e  use of 
th e  cen tre  was th a t it helped them  in gaining a b e t te r  understanding of th e  
m ateria ls  p resen ted  in lec tu res . The th ird  group of reasons is re la te d  to  th e  
fa c t th a t studen ts find the  fac ilitie s  very handy, as one studen t said "I can go 
to  the  Self Teach Lab in betw een lec tu res , which is good, unlike th e  lib rary  
w here you m ust stay  for m ore than an hour to  ge t any work done". A fourth  
m iscellaneous group of reasons w ere diverse; for exam ple, some s tuden ts  use it 
out of general in te re s t, or because a friend uses it, or because th e re  is nothing 
else to  do betw een tw o lec tu res.
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A selec tion  of the  m ost ususally m entioned reasons was incorporated  into the 
1981-82 questionnaire and studen ts w ere asked to  tick  those they agreed with 
and add any o thers they had. Table 6.1 presen ts the  s tuden t ra ting  of these  
reasons.
TABLE 6.1: Reasons for use
REASONS No of responses
To c lea r up topics half understood in lec tu res  144
To supplem ent th e  lec tu res  112
To study own notes 83
To com plete  work for p rac tica ls  74
To g e t deeper insight into topics 63
To see the  9th floor displays 58
The 7th floor is a  handy and qu ie t p lace 52
The 9th floor is a handy and quiet place 48
To consult textbooks and rep rin ts  44
To ca tch  up with missed lec tu res  40
To fill in gaps from  school 20
Space was provided for ’any o ther reasons '. Eight answ ers w ere given and th ese  
com plem ented those in the  lis t. Two studen ts  w rote "general in te re s t" , th ree  
th a t they use it in rela tion  to  the ir exam s and th e  o ther th ree  com m ents w ere 
re la ted  to tim e, handyness and w arm th of the  room s.
Reasons for no use
Non users had a to ta lly  d iffe ren t se t of reasons for th e ir  non-use of th e  c e n tre  
and which can be categorised  into th ree  main groups. The f irs t one concerns 
s tuden t study sty les or m ethods: qu ite a number of s tuden ts  p re fe rred  to  study 
in the  evenings, a t home or in the  library . O ther s tuden ts found the  use of 
self in struc tional m ateria ls  in e ffec ien t as a study m ethod, claim ing th a t the ir 
le c tu re  notes w ere su ffic ien t, and w hat the  cen tre  had was not inco rpora ted  into 
the  exam  questions a t the  end of the  year. One s tuden t rem arked , half seriously ,
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(but which illu s tra te s  th e  feelings of many o thers) th a t he w ent home soon a f te r  
the lec tu res  or p rac tica ls  finished to look a t his notes, th a t the c e n tre  would 
only be used as a second reso rt and th a t his la st re so rt, a f te r  trying no tes, books 
and the c e n tre , would be to  jump ou t of th e  window. For many s tuden ts  the  use 
of books suffices for th e ir study and, as one of them  put it: "I work m ainly a t  
night when th e  building is closed bu t I have all the  m ateria ls  required  for 
additional work in th e  course te x t book and on com pleting each le c tu re  I try  to  
read  the re lev an t te x t ... if possible”
A second ca teg o ry  of reasons is th e  s tu d en ts ' com m itm ent to o ther sub jects. 
They are  busy w riting essays, solving problem s for m athem atics and chem istry , 
which they thought w ere the  m ore d ifficu lt sub jects, and in general, s tuden ts  
found th e  whole f irs t year course very dem anding.
The th ird  ca tego ry  was lack of tim e to  go to  the  c e n tre . These s tuden ts  found 
th a t the working day is full w ith lec tu res  and p rac tica ls  and th a t no tim e  is le f t  
to  use th e  c e n tre . Some studen ts  also found th a t the l i t t le  free  tim e  they  can 
get is not enough to do any w orthw hile work and th a t th e re  w ere o thers  things 
to do as well in th a t lim ited tim e, such as having a cup of co ffee  som e tim e  in 
the day or talking to  friends, or o the r com m itm ents.
O ther reasons given included conservatism  tow ards a new experience. As one 
studen t pointed out: "why try  anything else if one is used to  working from
books”. Some just said th a t they had fo rgo tten  the c en tre  was th e re , or ra re ly  
clim bed up to  the  9th floor or th a t they w ere not always told w hat in p a rticu la r 
to  look for and for a  few , the  reason was just lazyness. Table 6.2 p resen ts  
the  1981-82 s tuden t ratings of possible reasons for no use of the c e n tre .
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TABLE 6.2: Reasons for non use
No of responses
REASON 7th floor 9th floor
You do not know w hat is available 30 18
for particu la r subjects
You do not have enough tim e 61 59
You p re fe r to  work a t hom e/library 125 124
You do not study until exam s a re  near 32 23
You do not like th e  working conditions 24 20
In the space provided for any o ther reasons, e igh t s tuden ts m ade com m ents to  
the  e f fe c t th a t they do th e ir  studying elesew here , th ree  th a t it  was pure lazyness, 
th ree  th a t th e  9th floor can g e t quite noisy and two th a t th e  m a te ria ls  w ere 
ou tda ted .
Use of R esources
In order to  gain some indications of w hat is used in th e  cen tre , 1981-82 studen ts  
w ere asked to tick  those resources they  had used and tab le  6.3 shows th is. The 
resources a re  listed  according to  s tu d en ts ’ p references and th e  location  is ind icated  
in b rackets:
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TABLE 6.3: R esources Used
RESOURCES No of responses
Q uiet study room (7th)
Displays (9th)
Film strips (9th)
Film loops (9th)
F ilm strips-tapes-w orkbook (9th) 
Books (7th)
Tape-workbook (9th)
Posters (7th)
M icroscope slides (7th)
E lectron  m icrographs (7th)
Slide program m es (9th)
R eprin ts (7th)
Bioset view er (7th)
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107
82
78
78
69
52
51
51
51
47
18
It becom es c lear from th e  tab le  th a t resources in the 9th floor w ere m ore 
popular. A nother in teresting  point em erging from  the tab le  is th a t  the  room in 
the 7th floor is a quiet room and is the  m ost popular resource; th is  is consisten t 
with resu lts  from  observation which showed th a t the  room was used to a  sign ifican t 
ex ten t for studen t work on th e ir own notes. It is also w orth pointing out here 
the  lack of such ’q u ie t' rooms generally .
1981-82 studen ts w ere also asked to  ra te  the  teach ing  e ffec tiv en ess  of these  
resources according to  a five point scale  as follows:
1 = poor 4 = fairly  e ffec tiv e
2 = not very e ffec tiv e  5 = very e ffe c tiv e
3 = adequate  6 = no opinion
The s tuden t ratings are  presen ted  in tab le  6.4 and are listed  according to  
decreasing effec tiv en ess , again th e  b racke ts  indicates the  location of th e  resource 
and the  following abreviations a re  used:
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n = num ber of studen ts responding th e  p a rticu la r item , 
x = m ean of ra tings 
$ = standard  deviation 
N/O = num ber of s tuden ts  who ticked  th e  no opinion column
TABLE 6.4: E ffec tiveness of resources
RESOURCES X $ N/O n
Books (7th) *1.20 0.16 5 75
Fm stp-tape-w orkbook(9th) 4.10 0.80 5 55
Tape-workbook (9th) 4.10 1.13 8 62
R eprin ts (7th) 4.00 0.80 9 47
E lectronm icrographs (7th) 3.96 0.78 8 61
Displays (9th) 3.91 0.60 10 105
Q uiet room (7th) 3.89 0.93 10 128
M icroscope slides (7th) 3.86 0.83 9 61
Slide program m es (9th) 3.82 0.90 5 55
F ilm strips (9th) 3.80 0.77 4 88
P osters (7th) 3.67 0.82 11 60
B ioset v iew er (7th) 3.66 0.42 11 89
Film loops (9th) 3.60 1.12 6 89
The questionnaire also asked 1981-82 s tuden ts  to  tick  th e  topics covered  by th e  
learning resources which they used m ost and to  ra te  the usefulness of th e  
program m es used for those particu la r top ics. The ratings w ere done using a 
sim ilar scale  to  th a t  of tab le  6.4 and are  p resen ted  in tab le  6.5. The p rogram m es 
are  listed  according to  decreasing usefulness and the  num ber of users a re  ind ica ted  
in b racke ts .
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TABLE 6.5: Usefulness of program m es used
PROGRAMMES X $ N/O n
Cell Biology (70) 3.93 0.47 4 66
E ffec tiv e  learning (19) 3.90 0.31 5 14
Human Biology (41) 3.83 0.27 4 37
P lants (90) 3.80 1.02 5 85
Animal behaviour (25) 3.76 1.23 4 21
MicroBiology (50) 3.75 0.98 5 45
Micro organism s (42) 3.68 0.89 5 37
Evolution (33) 3.63 0.84 a 29
Animals (30) 3.62 0.88 5 25
G enetics (69) 3.55 1.10 4 65
Animal psychology (38) 3.51 0.87 3 35
Environm ent* (14) 3.00 0.00 4 10
Social Biology* (14) 2.50 0.70 4 10
N.B. These are  topics covered in th e  th ird  te rm  and the study took place 
on th e  second.
The figures show much of a  m uchness which is co nsisten t w ith th e  fa c t  th a t  
most of the  m ateria ls  w ere prepared  a t th e  sam e tim e  and a re  uniform aily 
presen ted .
Use of th e  Tutor
A nother fac ility  available to  studen ts  in the  c e n tre  is a human resou rce  in the 
form  of a s ta f f  tu to r , who s its  in the  room in the  9th  floor. The year before 
this study, the  c en tre  conducted a survey among th e  studen ts  in th e  O rdinary 
Biology Class to  find out the  ex ten t of use of the  tu to r  and the  m ost su itab le  
tim es for the  tu to r  to  be availab le . There w ere 350 replies of which about 
10% w ere regular users of th e  tu to r , 40% had used th e  tu to r  occasionally  and 
half th e  studen ts  had not used her serv ices a t  all. Table 6.6 below gives the  
percen tages of 1981-82 students who responded yes and no to  the  use of the  
tu to r  in percen tages.
TABLE 6.6: Use of the  Tutor
19 77 1978 1979 1980 1891
n=133 n=294 n=160 n=170 n=177
YES 13 27 25 10 13
NO 86 73 75 90 87 ‘
It follows from  tab le  6.6 th a t about one fif th  of the  studen ts have consulted  
the  tu to r  over the  last five years , and th is varies from  studen ts  who have 
consulted  her only once to  a maximum of five tim es. S tudents had a v a rie ty  
of reasons for not consulting the  tu to r , the  m ost frequen t was th a t they  did not 
feel th e  need to  consult a tu to r  (101 students). Of these  40 s tuden ts  ind icated  
th a t when they had problem s they  consulted the  recom m ended books, 11 said 
th a t they w ent to  the  cen tre  to  c lea r up th e ir  d ifficu lties  and 7 m entioned th a t  
they p re fe rred  to  consult the ir dem onstra to rs , because it was easie r during th e  
p rac tica ls , while 3 m entioned th a t they put the ir questions to  th e  le c tu re rs . 
The following is a quote from  a s tuden t in terview  which rep resen ts  very  well 
the  views of th is group of studen ts: "I have not yet had a problem  no t solved by 
the  use of books or self in struc tional fac ilitie s . But I think it  is e x ce lle n t to  
have a tu to r  availab le as a sa fe ty  n e t”.
A second group of reasons was concerned w ith lack of tim e  (47 studen ts). These 
found th a t th e  tim es w ere not th e  m ost su itab le ones since they  overlapped  w ith 
lec tu res  and p rac tica ls . Q uite a large num ber of studen ts said th a t  they  w ere 
unaw are th a t it was possible to  see the  tu to r  a t o ther tim es by a rran g em en t. 
A rem ark  from  a s tuden t which illu s tra te s  those in th is group: "I can only go up 
in a  period of about half an hour per w eek, and th is is not alw ays convin ien t" .
A th ird  group of students gave asso rted  reasons; for exam ple, 10 stu d en ts  said 
th a t they never got round to  do it or th a t they  w ere too lazy to  go up to  th e  
9th floor. O ther students considered th a t the  means of co n tac t w ere in su ffic ien t, 
th a t th e  schem e encouraged studen ts not not m eet the tu to r for th e  f ir s t  tim e , 
in the  words of one student: "If we d o n 't go and see the  tu to r m eans we don’t
know the  tu to r  and she doesn’t  know us ... so it is m ore d ifficu lt to  approach 
the  tu to r”.
COMPARISONS ON THE EFFECTS OF THE USE OF THE CENTRE
It would be in te restin g  to  see w hether th e re  was any relationship  betw een th e  
use of the  c e n tre  and s tuden t exam  perform ance, bu t th e re  was not much evidence 
on which to  base any trends. Although some subjects w ere b e tte r  covered  in 
the  c en tre  than o thers , class (at th e  end of each  te rm ) and final exam  questions 
w ere se t w ithout re fe ren ce  to the  subjects covered by m ateria ls  in th e  c e n tre . 
M oreover, s tuden ts  who do reasonably well in th e ir class exam inations are  
exem pted  from  taking the  course exam . This im plies th a t final resu lts  com e 
from  two d iffe re n t groups, those exem pted (who have to  achieve a  good 
perform ance in th re e  class exam s) and those s itting  the  course exam . Table 
6.7 tab u la te s  genera l use of the  cen tre  and exam  resu lts  over a period of four 
year. R esults a re  grouped into th ree  main ca teg o ries  which correspond, broadly, 
to  the f irs t class (marks above 70%), second class (betw een 60% and 70%) and 
ordinary pass (betw een 50% and 60%); the  fa ilu re  ra te  is also included:
TABLE 6.7: Use of C en tre  and S tudent Exam Perform ances
USERS NON USERS
n % n %
OVER 70 43 9.3 12 6.3
60 -  70 148 31.7 71 37.3
50 -  60 217 46.6 92 48.6
FAIL 58 12.4 15 7.8
x2 = 5.540 d .f. = 3 P = 0.14
non-significant
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There was a slight higher p ercen tage  of users with exam  resu lts over 70 and a 
higher p ercen tage  of non users in the regions 60 to  70 and 50 to  60 but this is 
not sign ifican t. There was a higher ra te  of fa ilu re  among users; th is im plies 
th a t use of th e  c en tre  cam e from  all so rts  of s tuden ts, good and not so good ones.
A nother variable to  be com pared with th e  use of the  cen tre  is the  taking of 
Biology courses before en tering  U niversity  (which is not a p rerequ isite  for the  
f irs t year O rdinary Biology Course). Table 6.8 sum m arises inform ation  which is 
given in percen tages of users and non users over a period of four years.
TABLE 6.8: Use of C en tre  and Biology a t School
1977 1978 1979 1980
USE N U USE N U USE N U USE N U
BIOLOGY AT
SCHOOL 37 46 40 14 47 20 53 20
NO BIOLOGY 
AT SCHOOL 10 7 31 15 21 12 20 7
The tab le  shows th a t over the  years th e re  has been an increase in th e  p ercen tage  
of users who have done Biology a t school reaching two th irds in 1981 -  82. The 
figure for th e  in take of s tuden ts to the course who have done Biology before 
has been increasing over th e  years and it  also reached  two th irds in 1981 -  82.
The use of the  c e n tre  appears to  be re la ted  to  s tuden t study hab its  and sty les. 
A m inority of th e  students in terv iew ed (38%) ind icated  th a t they do th e ir  exam  
preparation  stead ily  throughout the  year and for these  th e  cen tre  played a  very
im portan t ro le . A larger proportion of studen ts said th a t they leave th e ir  study
until a few weeks before the exam . Some would leave it until the  exam  ge ts  
very near, or as one studen t put it: "If I study too fa r aw ay from exam s I may 
not rem em ber". A significant num ber of these  studen ts  pointed ou t th a t  they
use the  c e n tre  occasionally depending on how much they  took out from  th e
lec tu re . This p artly  explains the  high num ber of occasional users.
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HOW THE CENTRE IS SEEN BY THOSE INVOLVED
The p resen t section  moves on to  consider m a tte rs  of a m ore sub jective n a tu re , 
th e  percep tions of those involved. It is divided into two subsections, th e  firs t 
reviewing stu d en t thoughts and the second th e  s ta f f 's .
S tudents' Views
It becam e c lea r from  studen t in terview s th a t  the  users of the  c en tre  found th e  
services it  provides valuable. This has been partia lly  covered in th e  section  
about the  reasons for use, which in the  main w ere concerned w ith s tuden t 
increased understanding of the  topics being studied.
As the aim s of the  c en tre  a re  clearly  spelled out in th e  handout which each 
studen t gets a t  th e  beginning of the  year, these  w ere included in the  questionnaire  
and studen ts asked to  ra te  how well these  aims w ere being fu lfilled  according 
to  the following scale :
1 = not a t  all 4 = fairly  well
2 = not very well 5 = very well
3 = about righ t 6 = no opinion
Table 6.8 sum m arises s tuden t ratings which a re  given in te rm s of th e  m ean of 
ratings (x), th e  standard  deviation ($) and the  num ber of s tuden ts responding to  
the  p articu la r question as well as the  number who had no opinion. Only users 
of the cen tre  w ere considered, although 21 non users also ra te d  th e  fu lfilm en t 
of aim s.
m
TABLE 6.8: Fulfilm ent of Aims
x $ n N/O
AIM
To help people who have not done Biology 
before to  grasp the  fundam ental principles 
underlying th e  sub ject 3.74 2.87 131 11
To fill in gaps in studen ts  knowledge 3.77 0.84 138 1
To provide a  new mode of learning as some 
biological m a te ria l is not easily  lea rn t from  
books 3.82 1.11 138 7
The tab le  shows th a t studen ts  viewed the  cen tre  fulfilling its aim s to  a good 
ex te n t, th e ir  ra tings a re  near the four m ark, which means fairly  well fu lfilm en t; 
how ever, th e re  is not a large ag reem en t: standard  deviations a re  near 1, which 
is high. The th ird  aim was slightly higher ra ted , so th a t studen ts  thought th a t 
this is the  aim th e  c en tre  fulfils b e tte r ,  which is consisten t w ith s tu d en ts ’ 
assertions th a t the  cen tre  was m ost useful for clearing  up topics half understood 
in the lec tu res  and as a supplem ent to them  (see tab le  6.3.).
During in terv iew s and la te r  in com m ents to  the  questionnaire studen ts rem arked  
on the usefulness and value of the c en tre . One s tuden t user put it  like th is: 
”1 would like to  point out th a t the  cen tre  is very much app rec ia ted  by s tuden ts  
and th e  resources th e  Biology D epartm ent supply require m inimal im provem ents. 
When com pared with o the r science departm en ts  they have achieved a high s tandard  
of additional m a te ria l”. An occasional user pointed out som ething sim ilar, as 
follows: "I think i t ’s really  a good idea and i t ’s a  pity  th a t Biology is the  only 
dep artm en t to provide such an accessib le serv ice , although I’ve no t frequen ted  
it very o f te n ”. Even non users thought it a  good idea and a typ ica l quo te is 
as follows: "Having no personal experience of the  c e n tre , I cannot say anything 
about its  e ffec tiv en ess , but I do agree w ith it in principle and would like to  see 
adequate fac ilitie s  m aintained".
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In genera l, no s tuden t was against the  provision of the fac ilitie s  in the  c en tre . 
The n eare st th a t anyone got was a non user who fe lt  th a t learning in th e  cen tre  
was in e ffic ien t and slow; how ever th is s tuden t did think th a t the  c e n tre  seem ed 
su itab le  for basic understanding of some topics.
Most studen ts  had some so rt of reservations about the  serv ices provided; these  
reservations can be ca tego rised  into th ree  groups, re la ted  to  th e  m ateria ls  
availab le, th e  s ta f f  involvem ent and th e  physical conditions.
As fa r as m ate ria ls  w ere concerned studen ts voiced th e ir reservations regarding 
the  number of copies availab le . A t tim es of high use, they w ere deprived of 
using w anted m ateria l because som eone else was using it .  Some s tuden ts  thought 
th a t some of the  m ateria ls  w ere too basic or th a t  ’’they do not com e anyw here 
near th e  depth of the  le c tu re s” as one s tuden t put i t ,  while o thers  said th a t 
some m ateria ls  w ere d ifficu lt to  follow. S tudents also thought th a t some 
m ateria ls  w ere ou tda ted ; for exam ple, ”a lo t of the  s tu ff  looks as if it has not 
been up-dated  since it  was put th e re ”. It was frequen tly  m entioned by s tuden ts  
th a t m ateria ls  in the c en tre  a re  not generally  re lev an t to  the top ics tre a te d  in 
lec tu res , as one s tuden t put it: ’’th e re  is not enough m ateria l availab le which
re la te s  d irec tly  to  the lec tu res" .
The second group of reservations concerned th e  involvem ent of th e  s ta f f  in the  
cen tre , which students thought ra th e r  low. S tudents said th a t although they  
w ere in troduced to the  c e n tre  a t th e  beginning of the  year, th e ir le c tu re rs  did 
not re fe r  them  to the  m ateria ls  in the  c e n tre . In th is connection one s tu d en t 
rem arked th a t "although the  fac ilitie s  are  adequa te , a b e tte r  use could be m ade 
w ith m ore re ferences  to the  available m a teria ls  a t  lec tu res  and p ra c tic a ls”. 
A nother s tuden t was stronger in his rem arks: "I was m erely told th a t  se lf
instruc tional fac ilitie s  w ere availab le but I had no idea how e ffe c tiv e  they  could 
be so I d id n 't use them  for qu ite a while. However, a f te r  using them  once, I 
found they w ere quite useful and used them  again". S tudents also com plained 
th a t th e ir s ta f f  not only did not re fe r  them  to  the m ate ria ls  in the  c e n tre , but 
also th a t they  had "hardly seen any le c tu re rs  about th e  p lace" as one s tu d en t put it.
The th ird  ca tego ry  of s tuden t reservations concerned various a sp ec ts  of the  
physical arrangem ents  of th e  room s. These varied  from  studen ts finding th e
fac ilitie s  too high up (9th floor) to problem s of noise, crow dedness, opening tim es 
and so on. A m ore serious reserva tion  was th a t studen ts found it annoying 
th a t somehow a  system  of reserved  sea ts  had spontaneously developed in th e  
room of the  7th floor, which they respected  bu t did not like. A typ ical com plain t 
of this so rt was as follows: " ... th e  only annoying thing is when people leave
the ir books on th e  tab les to  go for lunch, co ffee  or lec tu res  and then no places 
are  available". And a com plain t on th e  9th floor ind icated  th a t a lo t of fooling 
around takes p laces which is d isturbing for those working.
S ta ff 's  Views
Ail s ta f f  m em bers in terview ed (20 ou t of the  24 who le c tu re  to  th e  f ir s t  year) 
said th a t they  knew and approved th e  serv ices provided by the c e n tre  or found 
them  valuable for the ir s tuden ts. H owever eigh t (40%) w ere not involved in 
any way with th e  cen tre  and seven (35%) had reservations on the  original 
program m es. Only 25% p artic ip a ted  in the  c en tre  e ith e r  by producing m a te ria ls  
for the cen tre  or encouraging studen ts to  use it. S taff involvem ent in the  
cen tre  was s tr ic tly  re la ted  to  th e ir views on teaching  and on the  provision of
self in struc tional m ate ria l; and not to  th e ir teaching  load which varied  from
tw o to fif teen  lec tu res  a  year.
The reasons given by th e  40% of s ta f f  for not partic ipa ting  in th e  c e n tre  divide 
into th ree  main ca tego ries , general views on U niversity teaching , which do not 
include the  provision of self in struc tional fac ilitie s ; s ta f f 's  percep tions or 
assum ptions about s tuden t perceptions of th e ir  teaching; and reserva tions on 
the  use of self in struc tional m ateria ls .
S taff fe lt  th a t th e  advancem ent of universities depended on research  and, 
th e re fo re , all e f fo r t  should go in th a t d irec tion  but the fa c t th a t un iversities  
a lloca te  resources according to  studen ts  num bers encourages dep artm en ts  to  be 
teaching o rien ta ted  and have high f irs t year in takes. Many of these  s ta f f
reckoned th a t they spend over 60% of th e ir tim e in research  and som ething
below 30% in teach ing , not always on the  subjects of th e ir  research  ex p ertise . 
The large s tu d en t num bers makes it "m ore of a th e a tre  perform ance ra th e r  than 
a lec tu re"  as one academ ic put it.
S taff a sse rted  th a t they enjoyed teaching  by lecturing  supported by p rac tica ls  
to  back up and illu s tra te  th e  subjects seen in lec tu res  and th a t the  ideal teach ing  
situa tion  was 15 to  18 studen ts  in a sem inar type situa tion  which fa c ilita te s  the  
checking of s tuden t progress. They said th a t the  human c o n ta c t is of m ost 
im portance , not only during th e  lec tu re  but also before and a f te r  when th e  
le c tu re r is availab le for s tuden t consultation  as a human resource. It was also 
thought th a t  the  key to  good teaching  was th e  relevance of the  m ateria l p resen ted  
which could only be achieved in a face  to  face  situa tion  such as th e  le c tu re . 
Some of th e  s ta f f  m entioned th a t any support m a te ria l for the ir le c tu res  was 
p repared soon befo re  the  lec tu res  and was of a simple type not w orth putting  in 
the  cen tre .
S taff thought th a t studen ts  in general ob jected  to  any teaching  done outside th e  
le c tu re , th a t very few  w ere prepared to  do any reading or e x tra  work beyond 
th a t presen ted  in lec tu res . Even th a t ’’studen ts would p refer a poor le c tu re r  
giving a poor le c tu re  and g e t m ore out of i t ” as one put it .  They also said 
th a t studen ts  w ere more in te res ted  in listening to  a live le c tu re  than w atching 
anything and th a t they  sw itched o ff from  th e  sub ject if bom barded w ith d iffe re n t 
m ethods. S ta ff thought th a t  th e  only way in which they could teach  was through 
the  lec tu re  because studen ts have been regim ented into note taking a t  school 
and any o ther p rac tice  could be to  the  s tu d e n t’s d isadvantage.
R eservations about th e  use of the  c e n tre  can be divided in to  general reservations 
and reservations about the  m ateria ls  availab le . By and large s ta f f  thought th a t  
self instruction  was not im portan t and th a t s tuden t developm ent depended on 
th e  norm al teach ing , and if this was not adequate  then se lf in struc tion  m ight 
becom e desirab le . S taff saw self in struc tion  not as teaching , but as an 
approxim ation to  teaching  which can produce too many stero types and cannot 
accom m odate th e  needs of fa s t and slow studen ts. Also th a t studen ts a re  given 
plenty to  read  and, th e re fo re , se lf instruc tion  from  books has always been th e re  
and up to  th e  studen ts. S taff thought th a t  the  production of self in stru c tio n al 
m ateria ls  was d ifficu lt and com plica ted , one s ta f f  m em ber pointed out typ ically  
th a t: ’’You have to  produce som ething good, think every step  in g re a t d e ta il,
which is not done for every day teach ing . To be sa tisfac to ry  the  de ta ils  should 
be looked a t  and expertise  in the  design needed”. In o ther words and as ano ther 
s ta f f  put it "if you cannot com pete with Bellamy ... you had b e tte r  leave i t ”.
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R eservations about the  m a teria ls  availab le w ere th a t academ ics no t finding them  
su itab le  or lively enough to  be recom m ended to  the ir studen ts or th a t they had 
becom e o u tda ted . Some fe lt neu tra l about them  or did not tak e  them  into 
consideration for th e ir teaching  and two fe l t  em barrased  because they  had never 
gone to  see w hat these m a teria ls  w ere like.
There w ere o ther m iscellaneous reasons for no involvem ent including lack of 
tim e, o the r com m itm en ts, and the unfavourable com parison w ith rew ards from  
the  production of books, e tc .
In c o n tra s t, a q u a rte r of the  s ta f f  p artic ip a ted  in one way or ano ther in the  
workings of the  ce n tre , from  offering  sim ple recom m endations for th e  use of 
m ateria ls  to  producing. S ta ff perceived  m erits  of the cen tre  can be grouped in 
the following th ree  ca tego ries: b en e fit to  s tuden ts, to  them selves and to  the
d ep artm en t. Regarding th e  benefits  to  s tuden ts  s ta ff  thought th a t th e  cen tre  
is valuable for s tuden ts because it  provides them  with a supportive fac ility  which 
is supplem entary  and rem edial to  th e ir lectu ring , gives re in fo rcem en t as well as 
new knowledge through guided in struc tion . In addition, s ta f f  thought th a t the  
cen tre  gives studen ts  an opportunity  to  learn  on th e ir own when and as they  
wished, going through the  m a teria ls  as many tim es as necessary . The fa c t th a t 
th e  c en tre  is used on an en tire ly  optional basis was also m entioned as one of 
its s treng ths since it gives s tuden ts  an additional sense of responsibility . The 
cen tre  was thought to  be of p articu la r advantage for students who had no t done 
Biology a t  school.
S taff also considered the c e n tre  valuable for them selves because it allows them  
to  produce m ateria ls  w ithout much e ffo r t  and, by just being th e re , it m akes a 
con tribu tion  to  the ir teach ing .
S taff thought th a t the  c e n tre  could m ake a sign ifican t con tribu tion  to  th e  f irs t 
year c lass, the  departm en ts  and th e  U niversity because, as one of them  put it, 
" teaching is becom ing expensive and some subjects, especially  those tau g h t in 
labs., could be done in tape-slide  p resen ta tions".
Seven of th e  tw elve s ta ff  who found the  c en tre  valuable had, how ever, reserva tions  
about some of the  original program m es kep t in the  c e n tre . They held th a t
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th e re  w ere minor e rro rs in th e  program m es, th a t they  w ere not very successfu l, 
th a t they had becom e da ted , and th a t some of the  program m es w ere m ade against 
s ta ff  advice regarding co n ten t and sty le . These s ta ff  also thought th a t th e  
Scottish school system  did not p repare  studen ts for d iffe re n t teaching  modes and 
neither did th e  cen tre  nor did it encourage m ore sc ien tific  thinking; th a t  teaching  
loads w ere on th e  increase and th is le f t even less tim e to  look for a lte rn a tiv e  
m ethods; th a t the  fa c t th a t th a t the  f irs t year functions in a  sep a ra te  building 
makes it d ifficu lt to  know th e ir  studen ts  well or to  be aw are of th e ir  d ifficu lt 
th a t s ta f f  had not been asked to  con trib u te ; and th a t th e re  was no ex p ertise  tc  
give a helping hand to  those wishing to  produce m ateria ls , (this was no lonr 
the  case since the  c e n tre ’s sec re ta ry  had com pleted  a qualifica tion  in E ducational 
Technology).
THE DESIRED FUTURE FOR THE CENTRE
S taff and studen ts made quite c lea r th a t desp ite  the  vulnerabilty  of th e  c e n tre  
because of the  financial cu t backs they would like to  see i t  m ain tained . They 
believed th e  c e n tre  to  be run very e ffic ien tly  and cheaply, th a t sac rifices  should 
be made e lsew here, th a t it should rem ain in ta c t if not developed. The following 
quotations, one from  a m em ber of s ta f f  and th e  o ther from a s tu d en t a re  
rep resen ta tiv e  of th e ir views:
From a s ta f f  m em ber:
"There is l i t t le  money d iverted  to  it  ... we ought to  figh t to  keep it  
a t th e  p resen t level, it is supplem enting the  lack in m anpower ... 
th e re  is less s ta f f  to  cope with the  teach ing  load. Perhaps th e re  
should be m ore use because of the  lack of m anpow er. It should
b e tte r  be expanded, but a t le as t no t reduced".
From a studen t:
"Such a  resource would be m issed, as would the  tu to r  and both m ust 
be m ain tained  for fu tu re  studen ts or b e tte r  le c tu re  courses provided".
There was also ag reem en t betw een studen ts  and s ta f f  in th a t c e r ta in  su b jec t 
m a tte rs  w ere inherently  d ifficu lt and th a t th e  cen tre  must play a  role in
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fac ilita tin g  th e ir  teach ing  and learning. The m ost frequently  m entioned topic 
was G enetics, o thers  w ere D evelopm ental Biology, C ell Biology and M olecular 
Biology. It was m entioned th a t Virology was d ifficu lt to  follow and th a t it 
appeared to  be very advanced for the  f irs t year class. Amongst the  topics less 
frequen tly  m entioned was Immunology.
Student P re fe ren ces
Students, in p a rticu la r, w ere asked in the  questionnaire  to  tick  w hat top ics, of 
those available in th e  c en tre , for they would like m ore m ateria ls . Their answ ers 
a re  presen ted  in tab le  6.9 in order of p re fe ren ce . Although the  num ber of 
responses to  th is question was re la tive ly  low, its  significance lies in the fa c t 
th a t studen ts w ere making a positive suggestion. M oreover it coincides largely 
with what s tuden ts expressed in in terview s.
TABLE 6.9: S tudent p references  for m ore m ateria ls
TOPIC No of responding 
studen ts
G enetics 
Cell Biology 
Evolution 
Micro Biology
28
19
12
12
P lants
Human Biology 
Animal behaviour 
Animals
Micro organism s 
Animal physiology 
E ffec tiv e  learning 
Environm ent 
Social Biology
10
9
5
6
8
6
2
1
1
There w ere plans to  produce m a te ria ls  on th e  nervous system  and a fe lt  need 
for th e  production of program m es on Cell Biology and M olecular Biology. It 
was also thought th a t  some of th e  p rac tica ls  could be rep laced  by se lf in struc tina l 
m a te ria l and th a t com puter assisted  learning could be used to  fa c i li ta te  problem  
solving. There w ere suggestions th a t  th e  cen tre  could keep past exam  papers. 
Although s ta f f  recognised a num ber of areas  in which they  could co n tribu te  to  
th e  c en tre  and although they also recognised th a t, in com parison w ith some ten  
years ago, people w ere now m ore m otivated , they  seem  no t to  have th e  tim e 
for the  production of m a te ria ls . It was believed th a t  th e  cu t backs m ight m ean 
a shortage of s ta f f  in th e  d epartm en ts  involved in th e  f irs t year class and th a t  
th is m ight be an e x tra  encouragem ent for the  production of se lf in struc tional 
m ate ria ls .
S tudents w ere also asked to  ind icate  w hat so rts of resources they  would like to  
see m ore of in the  c en tre ; here again th e  num ber of responses was ra th e r  sm all 
but the  sign ificance lies in th a t they are  making positive suggestions. Their 
answers are  p resen ted  in tab le  6.10:
TABLE 6.10: S tudent p references for m ore resources
RESOURCE No of responding
students
Q uiet room (7th floor) 36
Displays 32
F ilm strips/slides + tapes  + workbook 32
F ilm strip 25
Books 2k
Film loops 21
Tape + workbook 19
M icroscope slides 18
E lectron  m icrographs Ik
Slide program m es 10
R eprin ts 8
Bioset view er 2
151
It is in te res tin g  to  no te  from  th e  tab le  th a t s tuden t p re ferences for m ore learning 
resources a re  consisten t w ith th e ir  views of the  value and usefulness of the  
cen tre  since th e  th re e  m ore w anted resources are  those which they  said w ere 
the more useful in helping them  to  a b e tte r  understanding of topics.
As all the  m a te ria ls  housed in th e  c en tre  a re  supplem entary  to  th e  conventional 
lec tu res , studen ts  w ere asked if they  would like to  see the  cen tre  introducing 
m ateria ls  which w ere an a lte rn a tiv e  to  or rep lacem en t of th e ir le c tu re s . They 
w ere alm ost equally divided regarding th e  provision of a lte rn a tiv e  m ate ria ls , but 
quite against th e  in troduction  of any rep lacem en t of the ir le c tu res . Table 6.11 
p resents th e ir answ ers in percen tages.
TABLE 6.11: A lte rn a tiv e /rep lacem en t m a teria ls
MATERIAL No of 96 said %said %said
answ ers YES NOT SURE NO
A lte rna tive 241 37 27 35
R eplacem ent 236 19 14 67
Finally, studen ts  m ade several suggestions during in terview s and in com m ents to  
th e  questionnaire and the  following is a sum m ary of th e ir  suggestions ca tegorised  
into th ree  groups re la ted  to  the  learning resources, the  c e n tre ’s a c tiv it ie s  and 
to some physical arrangem ents.
Student Suggestions
S tudents fe lt th a t ,  because the  rooms w ere som etim es crow ded, m ore equipm ent 
(e.g. m icroscopes, tape  players, view ers) m ight avoid fru s tra tio n . S tudents also 
wanted additional m ateria ls  for the  existing resources, especially  m ore w ritten  
m ateria l to  accom pany the film loops. The in troduction  of self te s ts  for m ore 
program m es was also suggested in o rder to  assess progress and ach ievem en t as 
a resu lt o f th e ir  use of the program m es. S tudents suggested th a t more m icroscope 
slides could be helpful. They also w anted an increased varie ty  of displays.
There w ere suggestions to  im prove th e  link betw een the cen tre  and th e ir lec tu res . 
S tudents also thought th a t as lec tu re rs  com plete  the ir lec tu res , they could supply 
the  cen tre  w ith m ate ria ls  linked to  th e ir  course so th a t studen ts could com pile 
additional no tes. They w anted to  see e x tra  copies of th e  course te x t books as 
well as a rtic le s  from  m ore rece n t journals. S tudents also thought it  a good idea 
if le c tu re rs  sum m arised the  co n ten t and ob jectives of th e ir lec tu res  as th is would 
help them  a t  revision tim e.
Regarding the  ac tiv itie s  of th e  c e n tre  studen ts  suggested th a t the  p rac tice  of 
reserved places should be ended, th a t near exam -tim e particu larly  the  c en tre  
could open for ex tended hours, especially  ea rlie r in the  morning. S tudents also 
fe lt th a t near exam s the  cen tre  should be supervised and th a t the  tu to r should 
be available for longer periods. Although all studen ts w ere aw are of th e  
ex istence of th e  ce n tre , they  suggested th a t b e tte r  in form ation could be passed 
to  them  regarding w hat is availab le .
As far as suggestions regarding the physical arrangem en ts  w ere concerned, 
students m entioned th a t m ore tab les and the  in troduction  of a few booths could 
improve th e  study a tm osphere, some studen ts w ent fu rth e r to  suggest th a t  th e  
layout of th e  9th floor could be im proved and its  use increased  by th e  in troduction  
of a co ffee  m achine.
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
A number of s ta f f  m em bers ind icated  th a t they  had no knowledge of the  e x te n t 
of use of th e  ce n tre ; this rep o rt will provide th e  desired  inform ation . I t will 
also help the  c en tre  s ta f f  in th e ir  decision making regarding the  fu tu re  o f th e  
cen tre .
The use of the  cen tre  was consisten tly  high throughout th e  la st five y ears . As 
an overall average th ree  quarte rs  of the  studen ts made use of the fac ilitie s  
e ith e r on a regu lar or occasional basis; this figure becom es m ore sign ifican t if it 
is borne in mind th a t its  use was optional. The main reasons for s tu d en t use of 
the c en tre  w ere th a t it ac ted  as a com plem ent to  the ir lec tu res  and helped them  
to  deeper insight into topics tre a te d  in le c tu res . The m ajor reason for non-use
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was th a t studen ts  p re fe rred  to  study elsew here or leave the  bulk of th e ir studies 
to  be done near the  exam s.
The c en tre  was used both by studen ts  who had and had not done Biology a t 
school. There seem ed to  be g re a te r  use by studen ts who worked steadily  
throughout th e  year and by those who wished to  continue to  tak e  a Biology 
degree. S tudents who worked sporadically  or le f t m ost of th e ir  study tow ards 
the  end of th e  year only occasionally  used the  c en tre .
S taff also found th e  c en tre  valuable to  them  and to th e ir s tuden ts, to  them  
because it m ade a  contribu tion  to  th e ir  teaching and to  studen ts  because it 
allowed them  to  develop in itia tiv e  and work on th e ir  own.
S taff and studen ts w ere concerned about the  num ber of copies of, the  range of 
topics covered by, and th e  quick outdating of some of the  m ateria ls . Students 
in p articu la r, w anted to  know m ore precisely  w hat se lf instruc tional program m es 
w ere available for particu la r lec tu res  and w ere very an tagon istic  tow ards the 
ta c i t  form  of reservation  of sea ts  which developed spontaneously in th e  7th floor.
The m ajority  of th e  teaching s ta f f  w ere involved in the  cen tre  in various ways: 
encouraging s tu d en ts ' use, revising program m es, and some w ere em barrassed  by 
th e ir  lack of tim e to  produce m a teria ls  for the c e n tre . The th ree  m ajor reasons 
why s ta ff  did not p a rtic ip a te  w ere th e ir views on U niversity teach ing  which was 
based on the  conventional le c tu re , assum ptions as to  how studen ts like to  be 
taugh t and dislike of s tuden t se lf-in stru c tio n .
The evidence shows th a t s ta f f  and studen ts would like to  see th e  serv ices provided 
by the cen tre  developed fu rth e r . This and th e  newly acquired exp ertise  in the  
field  of self in struc tion  by the  c e n tre 's  sec re ta ry  m ake it  com m endable th a t a 
plan to  cover several years be developed by th e  c e n tre  which could allow a 
steady grow th as well as placing in a  co rre c t perspective  the  high ex p ec ta tio n  
developed by some s ta f f  m em bers regarding the  'm arvellous new th ings' th a t  the  
sec re ta ry  could do.
Such a plan for expansion needs an appropria te  econom ic base. Although th e  
p resen t financial c lim ate  may not be th e  m ost favourable , a g re a t num ber of
s ta ff  and studen ts  would like to see the  c en tre  m ore closely re la ted  to  the ir 
lec tu res and a known budget, how ever sm all, could only fa c ilita te  this process.
The plan should include th e  production or acquisition  of m ateria ls  in those areas 
m entioned by studen ts  and s ta f f  as being m ore d ifficu lt. The co llaborative  
schem e developed by Scottish  U niversities Biology teach ers  can be of assistance  
as is exchange of m ateria ls  w ith o ther in stitu tions. It is also suggested th a t 
the cen tre  in troduces students m ore closely to the  cen tre , for exam ple by a 
b rief tour of the  fac ilitie s  in sm all groups (to be taken  out of th e  f irs t p rac tica l 
for 10 to  15 m inutes) and by ensuring th a t le c tu re rs  and p rac tica l schedules 
m ention w hat is available in the  c e n tre .
It is suggested th a t the  cen tre  gives consideration to  the s tuden t in te re s t in the  
provision of self te s ts , which to g e th e r with a m onitoring of s tuden t reac tions to  
th e  program m es can provide the  basis for easier iden tification  of w hat program m es 
need to  be updated f irs t.
Although it could be quite tricky , the  c e n tre  could develop a system  to  avoid 
abuse of th e  righ t of sea t in the  7th floor. Perhaps the  posting up of a  no tice  
could su ffice  and a minimum of rules (silent room , no smoking, no drinking, no 
sea t reservation) will not be inconvenient for anybody.
As suggested by one s ta ff  m em ber, the  c e n tre  could update the  th ird  of its  aim s 
which reads: "To provide a  new mode of learning ..." This could have described 
th e  aim in the  early  1970s, when th e  c e n tre  s ta r te d , but now th a t  s tu d en ts  a t  
school, or even a t  hom e, have frequen tly  encountered  these  ’new ’ m ethods, the  
phrase could be rep laced  by ’a lte rn a tiv e  o r supplem entary  audio visual learning 
m ethods'.
Finally, it is suggested th a t th e  rep o rt on th e  case study be m ade availab le  to  
s ta ff  who, by and la rge , showed in te re s t in knowing the  resu lts  of the  enquiry 
into the c en tre .
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C H A P T E R  7
CASE STUDY TWO: EVALUATION OF
A DEPARTMENTAL RESOURCE CENTRE
INTRODUCTION
This second case study co n cen tra te s  on the evaluation  of a d ep artm en ta l c en tre  
a t a  university  in th e  M idlands. As with the  o the r case study the  s ta f f  m em ber 
in charge of th e  c en tre  was approached in order to  n ego tia te  the  evaluation , 
a f te r  some correspondence and a  v isit it was agreed to  conduct such a study 
with tw o major aim s. In the  f irs t in stance, the  study was to  provide inform ation  
on the c e n tre ’s im pact on studen ts in term s of the  advantages and negative side 
e ffe c ts  perceived  by them . The c e n tre  was about to  change th e  academ ic in 
charge and th e  inform ation ga thered  was to  be used in any decision making 
regarding th e  fu tu re  of the  labora to ry . The second aim was to  use the  evaluation  
as a case study for the  w rite r 's  p ro jec t.
Two prelim inary visits w ere paid to  the  cen tre  in o rder to  define th e  de ta ils  of 
the  study, which w ere also used to  observe ac tiv itie s  in th e  c e n tre . A one 
week long visit was agreed in order to  observe the im pact on s tuden ts  and even ts 
w ithin the c e n tre . Thirty  eigh t s tuden t users w ere in terv iew ed for about half 
an hour or m ore. S tudent in terview ing was stoppped once the  bulk of th e  
inform ation began repeating  itse lf; th a t is, th e  la s t th re e  or four in terv iew s did 
no t throw  any new ligh t into the  iden tified  issues, nor did they  produce new 
inform ation . C o n tac ts  developed with studen t users allow ed access to  a  few  
studen ts who w ere known as non users and ta lks w ere held w ith five of them  
at th e ir lunch tim e or in betw een th e ir lec tu res .
A t the  end of th is week th e re  w ere some early  and te n ta tiv e  conclusions th a t 
th e  fac ilitie s  w ere used to  a large degree , th a t they  helped studen ts  in the ir 
learning in many ways, and th a t th e re  was room for im provem ent. It also 
becam e c lear th a t a second stag e  ought to  co n cen tra te  on m ore closely identifying 
s ta f f  a ttitu d e s , in te re s ts  and needs in the  c en tre .
With th e  co llaboration  of th e  s ta f f  in charge a program m e of in terv iew s was 
prepared during a  second w eek long v isit and eigh teen  s ta f f  m em bers w r e  
in terview ed fo r about one hour on average. Ten of these  w ere from  one 0 1  
the departm en ts serviced by th e  c e n tre , six from a second d ep artm en t and two 
from  the  education  d ep artm en t. There w ere also inform al ta lks w ith some s ta ff  
m em bers.
The p resen t ch ap te r, th e re fo re , rep o rts  on the  resu lts  of the  evaluation  study 
which begins w ith a b rie f background to  the  c e n tre , sum m arising its  h isto ry  and 
aim s. Secondly, it p resen ts w hat the  d epartm en ts  involved regard  as th e  
streng ths of the  c e n tre . N ext th e  e x te n t of use is analysed from th re e  d iffe re n t 
sources, the studen ts  them selves, th e ir te ach ers  and a com puterised  analysis of 
studen t a tten d an ce . Then the  reasons for s tuden t use are  analysed as well as 
th e ir views on the  m ateria ls  held in the  cen tre  and on th e ir im pact on the ir 
study m ethods. Some of the  problem s encountered  by s ta ff  and studen ts  are
then  presen ted  to g e th e r w ith th e ir percep tions on the  fu tu re .
BACKGROUND
This dep artm en ta l c en tre  was estab lished  in 1970 by the  D epartm en t of C hem istry . 
It seem ed th a t a number of fa c to r  con tribu ted  to its  em ergence: f irs tly , th e
enthusiasm  and in te re s t of its  developer, who had sym pathetic  support from  his 
Head of D epartm en t; secondly, the favourable c lim a te  for educational innovations 
th a t ex isted  in the  early  1970s and th ird ly , the  s tu d en t un rest of th e  la te  1960s 
which also included dem ands for im provem ents in teach ing . A nother, and decisive 
fa c to r , was the  ex istence in the  d ep artm en t of various audio visual m ate ria ls  
which w ere thought desirable to  be m ade available to studen ts on a m ore 
perm anent basis. In 1972 the  Pharm acy D epartm en t, which had developed
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sym pathy for the  c e n tre  joined in and since then th e re  has been joint responsibility  
for its  running.
Most of the  equipm ent in the  c e n tre  was acquired in the  early  years of its  
operation and am ounted to  about £20,000. Since Pharm acy joined in th e re  has 
been jo in t financing and, in principle, everything is paid half and half by the  
d epartm en ts. For th e  la st few  years the  cen tre  has had £500 a llo ca ted  for 
cap ita l expenditu re  and £500 for consum ables, but this does not p reclude the  
c e n tre ’s organiser asking his Head of D epartm en t for m ore cap ita l. The c e n tr e ’s 
budget has been m ade to  go fu rth e r through the  developm ent of a c e n tre ’s fund 
to which the  proceedings from th e  sales of m a teria ls  go. The fund is m ainly
used for th e  purchase of books since the  c e n tre  cannot buy them  from
d epartm en ta l funds as a resu lt of a university  policy which estab lishes th a t  books 
are  to  be bought exclusively by the  university  lib rary .
The aim s of the cen tre  w ere spelled out in the  users ' guide, published soon a f te r  
th e  c e n tre  opened:
(a) To provide access for studen ts to  a varie ty  of audio visual m a te ria l.
(b) To enable studen ts  to  supplem ent th e  more conventionally p resen ted  
m a te ria l.
(c) To assist s tuden ts in learning and understanding th e ir subject.
(d) To help studen ts w ith any problem s arising out of th e ir work through
tu to ria l assis tance .
Under these  aim s a  wide range of learning resources is availab le in th e  c e n tre . 
One of the  f irs t developm ents in the c en tre  was the  production of audio tap es, 
som e of which covered the topics p resen ted  in lec tu res , some supplem ented the  
lec tu res , while o thers replaced the lec tu res . The basic idea behind th e  
developm ent of audio tapes was th a t these  allowed studen ts to  work a t  th e ir 
own pace and a t  a  tim e when they  fe lt the  need.
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For several years the  c en tre  accom m odated th e  d ep a rtm en t’s sm all com puter 
which enabled studen ts to  run program m es for some of the p rac tica l experim ents. 
Because it was o u t-da ted  it was eventually  rep laced  by a com puter te rm inal 
linked to  th e  un iversity ’s com puter (HP 2000). This in turn p e rm itted  the 
developm ent of com puter assisted  learning.
Television program m es have also been developed in the  cen tre , especially  of 
experim ental techniques which show studen ts, for exam ple, how to  m ake up a 
mole for the  Infrared S pectom eter or how to  ca lib ra te  NMR m achines.
The c en tre  also keeps a large num ber of books and rep rin ts  of a rtic le s  from  
chem istry  journals, le c tu re r ’s no tes, handouts and OHP transparencies , tap e  slide 
p resen ta tions of both synchronised and unsynchronised form s, film loops, models 
and model k its . All these  learning resources a re  available to  studen ts  on an 
optional basis. No m ateria l in the  c en tre  is o f com pulsory use including those 
which actually  rep lace lec tu res .
STAFF VIEWS
S taff views on the  cen tre  varied  g rea tly  from  th e  very en thusiastic , via some 
who had mixed reactions to  th e  alm ost an tagon istic . There was also a sm all 
group (within the  la st one) who ignored the  ex istence of the  c en tre .
There was a division betw een research  and teaching  s ta f f . The s ta f f  m ore 
ac tiv e  in research  w ere appointed a f te r  the  Robbins R eport, while those m ore 
ac tive  in teach ing  w ere from  the  old College of Technology. H owever, antagonism  
to the  c e n tre  did not necessarily  com e from  those m ore ac tiv e  in research . It 
cam e in th e  main from  s ta ff  who had d iffe ren t views on how to  teach , or had 
o ther com m itm ents or w ere not in te rested  in innovatory teach ing . There w ere 
s ta ff  who pointed out th a t 'chalk  and ta lk ’ was the  best way of teach ing  because 
the  board gave studen ts the opportunity  to  tak e  note of w hat is really  re lev an t; 
m oreover use o f the  blackboard allows s ta ff  to  personally  in te ra c t w ith and g e t 
feedback  from  studen ts, which in turn  allows read ju stm en t of the  pace of th e  
le c tu re .
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A nother group pointed out th a t providing resources and making learning easie r 
low ered the  educational s tandard , they  fe lt  th a t it was wrong to  ’c a n ’ th e  le c tu re  
because th is m ight lead to  wrong conclusions, th a t th e ir  com m itm ents lay 
elsew here and they  did not have tim e for fu rth e r p reparation  of th e ir  lec tu res .
R eservations about th e  c en tre  cam e from  people who had doubts about its  
developm ents being in the righ t d irec tio n . There was a lo t of c ritic ism  of the  
sm all use of the  television equipm ent, opinions w ere expressed th a t th e  d iversity  
of m ateria ls  availab le  would confuse the  studen ts ra th e r  than help them  and th a t 
it was only useful because of the  books it kep t.
In co n tra s t w ith the  above, s ta f f  also saw many advantages and s tren g th s  in the  
operations of th e  c e n tre . To s ta r t  w ith, it was found to  be c o s t-e ffe c tiv e  since 
none of th e  m a teria ls  w ere very expensive, th e  general s ta f f  involvem ent was 
low and s tu d en ts ’ use was on the  increase  year by year and, as one s ta f f  put 
it: "You could go to  the cen tre  some tim e ago and see very few s tuden ts  th e re  
and now w henever you go you see lo ts’’.
It was thought to  be useful because it provided studen ts  w ith a qu ie t p lace to
study and access to  m olecular models; because it  allowed rep lacem en t of routine 
teaching  such as m athem atical tools and experim en tal techniques and dedication  
of the e x tra  tim e  gained to  more individualised tu ition ; because it  fa c ilita te d  
the  use of m odern technology for educational purposes and provided a  base to  
conduct educational research  into teaching  and learning.
It was appropria te  th a t the  cen tre  was com plem entary  to  the  lib rary  and did 
not a tte m p t to  rep lace  it . The books provided in th e  c e n tre  w ere th e  
recom m ended ones and any skilful s tuden t would look into th e  lib rary  for 
com plem entary  inform ation . One of th e  b est uses of the  c e n tre , according to  
s ta f f , was for revision purposes for both undergraduates and postg raduates.
Finally some of th e  s ta f f  considered the  cen tre  ex trem ely  valuable because it 
gave "the opportunity  to  do both jobs w ell, research  and teach ing , bu t in un iversity  
life p restige and prom otion is re la ted  to  research  and m ost of th e  teach ing
preparation  has to  be done in spare tim e" as one le c tu re r  put i t .
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The cen tre  o rgan iser, for his p a rt, com plained th a t the  support enjoyed by the  
c en tre  was not sustained  by s ta f f  p artic ipa tion  in the  schem e. Only a m inority  
had provided m ate ria ls  for s tuden t use. Also, s ta f f  m eetings and discussions 
about the  philosophy of th e  cen tre  and c ircu lars  about w hat could be done had 
produced li t t le  resu lt from  lec tu re rs  and a lm ost none from the senior s ta f f .  A 
number of th e  s ta f f  in terv iew ed w ere pressed on the  point finding the  schem e 
valuable but doing nothing about co llaborating  in it .  The only sign ifican t answ er 
provided by all bu t one was lack of tim e and the la t te r  adm itted  a degree of 
laziness.
STUDENT USE OF THE CENTRE
In genera l, s ta f f  of the  tw o d epartm en ts  w ere quite unaw are of th e  e x te n t of 
s tuden t use of th e  c e n tre . Only four s ta f f  m em bers (apart from those in charge) 
showed som e knowledge of th e  use by studen ts  and to  the ex ten t th a t,  as one 
of them  put it ,  "som e studen ts do use it to  check past exam papers".
A m ore re liab le  source to  determ ine the  e x te n t of s tu d en t use was th e  s tuden ts  
them selves. From th e ir in terview s the  following tab le  was drawn up:
TABLE 7.1: S tudent use of the  cen tre
COURSE No of regular occasional
students users users
1st year C hem istry 30 20% m ost
2nd year C hem istry 35 30% m ost
3rd year C hem istry 25 65% all
1st year Comb. Hon. 20 50% m ost
2nd year Comb Hon 30 25% all bu t two
It becam e c lear from  studen t in terview s th a t th e  g re a t m ajority  of s tuden ts  
doing e ith e r  single honour or com bined degrees in chem istry  did use th e  c e n tre . 
It is in teresting  to  note from  tab le  7.1 th a t the  p ercen tage  of final year s tu d en ts
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who use the  labora to ry  on a regular basis is re la tive ly  high and th a t all of them  
use it a t one tim e  or ano ther.
U nfortunate ly , th e re  was no evidence to  determ ine the e x te n t of use by pharm acy 
studen ts because they did not a tten d  the  cen tre  during the tim e users w ere 
in terview ed (already an indication of the  low use from  th ese  students) and the  
tw o who w ere actually  in terview ed said th a t the cen tre  did not have much 
m a te ria l re lev an t to  th e ir courses (another indication for th e ir  low use).
A third  source was th e  analysis of th e  records kep t by the  cen tre  s ta f f .  Every 
hour a t th e  half hour th e  number of studen ts  in a tten d an ce  a t  the  c e n tre  was 
en tered  in to  a  form . A com puter program m e was devised to process the  2,000 
en tries  accum ula ted  over th e  period of five te rm s befo re  the  study. It provided 
the  popularity  of use for various variab les. Table 7.2 p resen ts a  sum m ary of 
the  most popular periods and th e  whole resu lt of the  com puterisation  is appended 
(appendix D). F igures 7.1 and 7.2 sum m arise the s tuden t use of the  c en tre .
TABLE 7.2: Most popular periods of s tuden t use
TERM 1 2 3 4 5
MOST POPULAR
Time 10:30 10:30 10:30 10:30 10:30
H alf day morning morning morning morning morning
Day Thursday Wed'day Tuesday Tuesday Tuesday
Week 6th 8th 4th 8th 9th
If, how ever, the  th ree  f irs t te rm s are  considered to g e th e r as one academ ic year 
it appears th a t th e  m ost popular week was th e  fif th  and th e  m ost popular day 
was W ednesday. For th e  fourth  and fifth  term s or 1st and 2nd of th e  following 
year the m ost popular week was the  ninth, Thursday th e  m ost popular day. For 
each academ ic year mornings w ere more popular than afte rnoons and 10:30 th e  
m ost popular tim e.
FIGURE 7.1: Use in year 1
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Several points can be noted from figures 7.1 and 7.2. To s ta r t  w ith , th e  use of 
th e  cen tre  is low a t the  beginning of the  academ ic year and goes on increasing 
as the year goes by. Secondly, in each term  the  peak of usage is a t  m id -term ; 
th a t is, betw een  w eeks 4 to  7. Thirdly, w ith th e  exception of te rm  3, th e  
tendency is for s tuden t use to stay  high for the second p art of the  te rm s. 
Finally the  to ta l num ber of s tuden ts  who w ere reg iste red  as a ttend ing  was 8,543, 
which is high considering th a t  courses a re  re la tive ly  sm all, 25 to  35 s tuden ts  each .
STUDENTS REASON FOR THE USE OF THE CENTRE
Reasons can be grouped into th ree  m ajor ca teg o ries , the  cen tre  as a fa c ilita to r  
of s tuden t learn ing , as a convenient p lace and to  use specific  m ate ria ls .
The C en tre  as F a c ilita to r
Students pointed out th a t in th e  c en tre  they can so rt ou t problem s by consulting 
th e  re levan t books or tapes and/or by expanding on th e ir le c tu re  notes. P roblem s 
w ere also so rted  out in the  c en tre  because, as one s tuden t put it Mit allows 
talking to  somebody else about things not understood in th e  le c tu re ’1. Their 
lec tu re rs  a re  near and will help with studen t problem s if they a re  not busy. 
Most studen ts m entioned th a t valuable help from  the  cen tre  organiser was alw ays 
available while only a few studen ts  m entioned th a t they had consulted  th e  
dem onstrato rs on duty in the c e n tre .
Another way in which the  c e n tre  helped studen ts  in the ir learning was th a t it  
allowed them  to  cover m ateria l missed in lec tu res . It also helped to  supplem ent 
topics and study them  more e ffic ien tly  because it was easy to  rep ea t w hat was 
not understood. The cen tre  also gave them  access to  o ther things. It was 
m entioned, for exam ple, th a t schooling is very form al w here w hat is ta u g h t has 
to  be le a rn t, while a t  university  the approach to learning is m ore flex ib le  and 
’’lec tu re rs  give re fe ren ces  which need to be read and the c en tre  is th e  p lace  to  
do th a t”.
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For a la rge num ber of studen ts th e  cen tre  was m ost useful a t te s t  tim es or near 
th e ir exam s when it allow ed them  to  do revision of th e  years work; as one 
stu d en t put it: "I com e m ore tow ards th e  la t te r  p a rt of the year, tow ards th e  
exam s, to  ca tch  up w ith work le f t behind”. O thers p re ferred  to  a tte n d  th e  
cen tre  m ore regularly  and with a view to  th e ir  exam s: "The exam  papers a re
very  useful, I go through the  questions ... I have le a rn t my lesson in th a t  I d o n 't 
leave th e  study until th e  last m inute" w ere the  rem arks of ano ther s tu d en t.
A nother reason o ften  m entioned by studen ts was th a t it allowed access to  th re e
dim ensional models which w ere purpose built and could not be bought; as one
studen t said, "I spend hours w ith d iffe ren t s tru c tu re s , because I hardly  grasp 
models and s tru c tu re s  in books and th e re  are  subjects which w ithout models I 
cou ldn 't understand".
The C en tre  as C onveniet
S tudents found the  cen tre  a very convenient place to  study. Most s tuden ts
thought th a t it was b e t te r  than  the  university  library not only because th is was
about half a m ile away from  th e ir  departm en t bu t also because they  w ere allow ed 
to  ta lk  in the  c e n tre . Also the  library lacked audio visual aids. One s tu d en t 
sum m arised quite well th e  feelings of her fellow studen ts when she said: "Books 
are  alw ays here and in th e  library they  may be out and with th e  library  w ith 
shelves and shelves of books, I spent hours looking, while here I ge t th e  spec ific  
books".
The fa c t th a t these  studen ts p re ferred  the  c en tre  does not mean th a t  they  never 
used th e  library . On th e  con tra ry , they used it specifically  for borrow ing books, 
to  consult professional journals and above all a t  tim es when th e  c e n tre  was 
closed, i.e . evenings.
The use of specific  m a teria ls
The c en tre  is used always with a purpose, to  use a specific m a te ria l. Most 
s tudents m entioned th a t the more popular item s in the  cen tre  w ere th e  books
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and audio tap es, the  la tte r  w ere found particu la rly  useful because they  usually 
covered th e  m ateria l p resen ted  in le c tu res . The use of th e  com puter te rm inal 
cam e next in s tuden t popularity , the  models and then o ther audio visual aids 
(e.g. OHP tran sparencies, slides, videos). About half of th e  s tuden ts  in terview ed 
pointed out th a t another reason to  go to th e  cen tre  was to  m ake use of the  
past exam  papers and to  purchase photocopies of journal a r tic le s .
Students also m entioned th a t all the m a teria ls  a re  highly re levan t to  th e ir le c tu re  
course. Copies of le c tu re r ’s notes w ere found useful, but studen ts  w ere ra th e r 
disappointed th a t th e re  w ere so few .
Reasons for not using th e  cen tre  w ere re la ted  to  p references as to  place and 
tim e for study. Some of the  non-users said th a t if they had half an hour or an 
hour free  betw een lec tu res  they would ra th e r  spend th a t tim e in the  com mon 
room or in the  co ffee  room. O thers p refered  to  do th e ir study a t  hom e, or in 
the evenings. A couple of studen ts said th a t they  found the  cen tre  too crow ded 
especially  a t lunch tim e when they had a  longer break. Going to  th e  library  
was also m entioned as an a lte rn a tiv e .
W hatever the  reasons for using th e  c e n tre , studen ts considered th a t  it has had 
a m ajor im pact on the ir study m ethods or sty les, especially  the  way they  
approached th e ir  exam s. Their com m ents on the  c e n tre ’s im pact go from  th e  
sim ple ”i t ’s g re a t i t ’s th e re  to be used when needed” to rem arks like ”1 would 
not work as much if i t  w asn’t  th e re" . In general, s tuden ts m entioned th a t  they  
could s ta r t  revising much ea rlie r . For some this m eant regular expansion of 
the  le c tu re  no tes, for o thers it m eant s ta rtin g  revision up to  th re e  m onths in 
advance.
By com plem enting the ir norm al study a t  home or in the  library  w ith work in 
the  cen tre  s tuden ts  fe lt more confiden t, b e tte r  prepared  for th e ir exam s and 
able to  show knowledge outside the  tau g h t curricu lum . These s tuden ts  em phasised 
th a t this confidence would not ex ist if they had not worked a t th e  c e n tre  during 
the  year. It was also m entioned th a t they  fe lt  less nervous for th e  ch em istry  
exam s than for any o ther. The fa c t th a t th e  c en tre  had its im pact on stu d en ts  
for th e ir exam  preparation  is also confirm ed by figure 7.1, which showed an 
increased use near the  exam s.
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SOME PROBLEMS (as seen by the  partic ip an ts)
The c e n tre 's  o rgan iser faced two m ajor problem s, the alm ost nil partic ip a tio n  of 
the  Pharm acy D epartm en t and the  low support from the  s ta f f  in his own 
departm en t. Pharm acy s ta f f  m entioned th ree  reasons for th e ir  lack of
partic ipa tion , they  fe lt  too rem ote  from the  c en tre , which was located  in ano ther 
floor of the sam e building, secondly, th e  fac ilitie s  provided by the  c e n tre  w ere 
seen as superceded since the  library now had audio visual support (which was 
not the  case in th e  early  years of the  cen tre ) and th ird ly , they w anted to  develop 
th e ir own fac ility , especially  one which could provide video recordings.
As far as s ta f f  within the  C hem istry  D epartm en t w ere concerned th e  c en tre  
organiser fe lt th a t they had not responded to  the  in itia l requests for m a te ria ls . 
S taff defended them selves by saying th a t  they  had no tim e or in te re s t in the  
c en tre , th a t th e re  was no need to  provide such m a teria ls , th a t th e ir  prom otion 
should be le f t  to  the  Open U niversity . A few  s ta f f  m em bers a ttr ib u te d  th is to  
a com m unications problem in th a t  they expected  more precise requests for help 
ra th e r than general requests for more m a te ria ls .
For the studen ts  the  m ajor problem was th a t th e re  w ere not as many m a te ria ls  
as they would have wished and th a t th e  postg raduate  dem onstra to rs  w ere no t as 
helpful as they  originally thought. A nother problem  often  m entioned by stu d en ts  
was th a t no lending system  had been developed to  allow them  to  tak e  things 
home. The c e n tre  organiser had given some thought to  this but a p ilo t schem e 
to lend research  theses had been d isastrous. What rep resen ted  a  problem  for 
s ta f f  was th e ir  lack of tim e, and th e ir am ateu rish  approach to  p roduction ..
D espite the  problem s, everybody — sta f f  and studen ts—  was p articu la rly  concerned  
not only with th e  possible e ffe c ts  of th e  financial cu tbacks imposed by th e  UGC 
but also with th e  e ffe c ts  th a t these cu ts  w ere already having. F irs t of all 
people w ere concerned th a t the  cen tre  organiser had decided to ta k e  early  
re tirem e n t, since he had been the  m ajor im put for the cen tre .
S tudents concern for the  cen tre  is c learly  illu s tra ted  by the following rem ark , 
which is typ ical of w hat s tuden ts said: "It'd  be a very sad day if they  had to
close it". S tudents w ere disappointed about the  thought th a t the  cu ts  could
m ean th a t  no m ore m ate ria ls  would be added to  the  c e n tre ’s co llection  and hoped 
th a t a t least nothing would be w ithdraw n.
The cuts w ere also producing concern  regarding the  situa tion  in which s ta f f  could 
find them selves. On th e  one hand th e re  would be less s ta f f  to  teach  (a reduction 
from  31 to  25 s ta f f  in one departm en t), which m eant a higher teaching load and 
the  em ergence of a g re a te r  need for s tuden t se lf teach ing . On the  o th e r a 
reduction in human and physical resources would m ake all this m ore d ifficu lt.
THE FUTURE
The fu tu re  of th e  c en tre  can be considered in tw o main aspects. F irs tly , th e  
plans th a t th e  c e n tre 's  s ta f f  have for im plem entation  and, secondly, the  wishes 
of studen ts regarding im provem ents for the  c e n tre .
The plans for th e  fu tu re
The d ep artm en t had purchased five Apple m icrocom puters, which w ere independent 
of the  c e n tre  but links w ere being sought for tw o reasons: the  com puters w ere 
tem porarily  loca ted  in a  teach ing  labora to ry  and would be b e tte r  placed elsew here 
— according to  s ta f f—  probably in the  c e n tre , and the  departm en t was also 
looking for ways to  reduce supervision tim e.
The dep artm en t also w anted to  tak e  p a r t in th e  un iversity ’s developm ent of a 
te levision system  called  'TV ey e ' which it  was hoped would produce m ate ria ls  
which would eventually  be m arke ted . As the  c e n tre  is well equipped w ith TV 
hardw are, th e  s ta f f  see it as a good opportunity  for the  c e n tre  to  be inco rpora ted  
into the university  system .
S taff in the d ep artm en t also w ant to develop some m ore m ateria ls , especially  
to  reduce th e ir lectu ring  hours in order to  a llo ca te  m ore tim e to  tu to ria ls  w ith  
individual s tu d en ts . A number of videos a re  planned in the  Pharm acy D ep artm en t 
as a way o f saving money. It is thought th a t buying or making videos on anim al
experim en ts, although no t to ta lly  sa tis fac to ry , could help to  reduce the  num ber 
of anim als in teach ing .
S tudents wishes for im provem ents
S tudents wishes for im provem ents a re  ca tegorised  into th ree  main groups: m ore 
m ateria ls , physical im provem ents and im provem ents in com m unication. R equest 
for m ore m ate ria ls  w ere based on the  assum ption th a t if s ta ff  pu t things in the 
cen tre  it was because they  are  re levan t to the  courses, which — according to  
s tudents—- fa c ilita te s  to  a g re a t e x te n t the  sorting out of w hat is and w hat is 
not re lev an t. S tudents m entioned in particu la r th a t m ore audio tapes would 
help. The updating of books was also very popular among s tuden t suggestions, 
in p articu la r for those cases in which a  new er edition was available or ano ther 
te x t had o u tda ted  the ones in the  cen tre .
S tudents also w anted all th e ir le c tu re rs  to  put th e ir le c tu re  notes in the  cen tre ; 
this was seen as a  means of helping studen ts when they , for w hatever reason, 
missed a  le c tu re  and w anted to  ca tch  up, and ra th e r than  borrow no tes, it would 
be m a tte r  of a couple of hours work in the  c e n tre . S tudents also wished for 
augm entation  o f the  number of com puter term inals (a t p resen t th e re  is only one). 
This would put an end to  the  frequen t fru s tra tio n  of having arrived  a t  th e  c en tre  
to  use the  te rm inal, but not being able to  because of i t  being used by ano ther 
studen t. A nother popular request from studen ts  was th e  provision of answ ers 
to  some of the  past exam  papers in order to provide exam ples of w hat s ta f f  
regard as ’c o r re c t ' answ ers.
S tudents thought th a t th e  layout of th e  room could be improved in o rder to  
make b e t te r  use of the  space availab le. A couple of e x tra  desks was thought 
necessary too . O thers w anted the  opening tim es from  10 a .m . to  4 or 5 p.m . to  
be made a regular fea tu re  of the  cen tre  and two studen ts  m entioned th a t they  
would like to  see a co ffee  m achine insta lled  in the  c e n tre .
A sign ifican t proportion of studen ts who said they w ere occasional users of th e  
cen tre  said th a t they would probably have m ade m ore use of it  had they  been 
b e tte r  inform ed of what was availab le for p a rticu la r top ics and courses. More
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frequen t m entions by th e  lec tu re rs  and a more com plete  catalogue of w hat is 
available was also asked for.
SUMMARY
S taff and stu d en ts , although with som e reservations, found th e  serv ices provided 
by the  c e n tre  very valuable. It allow ed s ta f f  to  perform  well th e ir  university  
job. N early all C hem istry  studen ts w ere users of th e  c en tre  which had becom e 
a regular fe a tu re  for them . It helped studen ts in th e ir learning: it m ade
learning eas ie r, it helped to  identify  th e  re lev an t topics w ithin each  sub ject and 
in p articu la r i t  helped for th e ir p reparation  of exam s. It was found a  convenient 
place by s ta f f  and studen ts alike. The m ajor im pact reported  by studen ts  was 
th a t the  p resence of the  cen tre  and the  help it  provided for study m ade them  
more confiden t for the ir exam s.
C hem istry  s ta f f  partic ipa tion  in the c e n tre  was re la tiv e ly  low and Pharm acy 
s ta f f 's  a lm ost nil. The major s treng ths of the  cen tre  w ere co s t-e ffec tiv en ess , 
fac ilita tio n  of the  use of modern technology in education , conduction of re search  
into teaching  and learning, allowing the  rep lacem en t of routine teach ing . The 
reservations and antagonism s of some s ta f f  in the departm en ts  cam e no t from  
critic ism s of the  work of the  cen tre  but from  the ir perceptions of th e ir  
com m itm ents to  teaching .
R ecom m endations m ade here  concern the  c e n tre 's  problem  areas  and are  based 
on the  experiences gained in th is p a rticu la r study and in the  p ro jec t as a  whole.
Considering th a t (a) th e re  was a  change in th e  academ ic responsible for th e
cen tre  and (b) th a t s ta f f  and students would like the serv ices re ta in ed , an
opportunity  should be taken  to  look afresh  a t  th e  c en tre  and its  se rv ices, in 
particu la r regarding th e  surveying of p resen t needs of s ta f f  and studen ts in both 
departm en ts. This should produce a long-term  plan of ac tion  including a review  
of Pharm acy 's  partic ipa tion , m eeting s tuden t desire for more m a teria ls  (especially  
lec tu re  notes), a  schem e for dep artm en ta l s ta f f  developm ent to  m ee t the
reservations on production of m ateria ls . In general th e re  is neeed for a plan
to transform  th e  financial cu t-backs in a positive ra tionalisa tion  of teach ing  and
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learning to  include a m ore ex tensive use of the  c en tre , e.g . a plan to  face  a 
fu tu re  w ith less academ ic s ta f f  in which s tuden t se lf-teach ing  can have a role 
in a llev ia ting  s ta f f ’s teach ing  loads.
P ostgraduate  s tuden ts  a re  em ployed to  supervise th e  cen tre , bu t as s tuden ts  do 
not generally  consult them , th e  cen tre  could m ake a b e tte r  investm en t of th e  
sam e money by em ploying, for exam ple, a C hem istry  graduate  as a p a r t tim e  
organiser who could no t only be involved with supervision but also, and perhaps 
m ore im portan tly  for the  p resen t needs of th e  c en tre , in surveying needs, helping 
in the  production of m a te ria l, up-dating the  c e n tre 's  ca ta logue , and fac ilita tin g  
co-ordination w ith com puting and television developm ents.
C onsideration should also be given to  s tuden t requests for a couple of e x tra  
desks, regularising the  opening tim es and improving on the  way studen ts  a re  
inform ed about w hat is available for th e ir particu la r le c tu re  courses.
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C H A P T E R  8
A SURVEY OF DEPARTMENTAL RESOURCE CENTRES 
IN THE UNITED KINGDOM
INTRODUCTION
As a way of docum enting the  organisation of dep artm en ta l resource cen tre s  it 
was decided to  conduct a  survey, via a  postal questionnaire, of all those 
departm en ts  which had previously been iden tified  as having the ir own resource  
cen tre . The survey aim ed a t  quantify ing, validating and supplem enting the  
inform ation ga thered  through visits, case studies and th e  li te ra tu re .
The questionnaire was prepared on the  basis of the  inform ation  previously g a thered  
and was co n stru c ted  around six major areas: inform ation about each  c en tre ;
details of th e  learning resources housed in them ; an assessm ent of th e ir  use; 
feedback and evaluation ac tiv itie s ; inform ation  about th e  s ta f f  in charge of 
cen tres; and finally a section  for general com m ents which allow ed the  
respondents to  add anything else they wished and to  m ake com m ents on p a rticu la r 
questions or on th e  na tu re  of th e  questionnaire.
To fa c ilita te  the  responses the  form  of th e  questionnaire was p rim arily  of th e  
fixed answer ty p e , in which the  respondents w ere asked to  in sert ticks or num bers 
in order to  provide the  inform ation asked of them . To avoid, so fa r as possible, 
any prejudice by the  questionnaire designer, th e  wording followed the  usual 
vocabulary of th e  people involved in resource cen tre s  and, with the  sam e purpose, 
spaces w ere provided for fu rth er and additional com m ents. The questionnaire  
also included a  num ber of open ended questions aim ed to allow th e  respondents 
to  express them selves as freely  as possible. This em phasis was c lea rly  s ta te d
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in the  covering le t te r  to  th e  questionnaire in the  following m anner: "P lease feel 
a t  liberty  to  rew ord any of our questions if you think th is necessary  to  enable 
you to  answ er them ". A facsim ile  of the  questionnaire  and covering le t te r  are  
appended (appendix E).
A d ra f t of th e  questionnaire was p ilo ted  with th re e  academ ics in charge of 
d ep artm en ta l cen tre s  and a few m odifications included to accord  with th e ir  
com m ents. The main advantage of piloting the  questionnaire was th a t  the  end 
product was sh o rte r and m ore com prehensible to th e  specific  audience. C om m ents 
to  drop or d ras tica lly  reduce question 2c w ere followed up to  the  point of making 
it easie r to  answ er, but it was included, despite  the  advice, because it  was fe lt 
th a t the  inform ation  to  be co llec ted  was re la tiv e ly  im portan t.
The questionnaire  also included a prelim inary section  which aim ed a t  encouraging 
responses and read: "If you regard  this enquiry as an unw arranted  incursion into 
your academ ic freedom , please say so (there is space a t the  top of the  
questionnaire) and re tu rn  it ra th e r  than dispose of it" . The covering le t te r  did 
not provide a defin ition  of resource c e n tre , which was le f t  open to  in te rp re ta tio n  
to allow easie r filling in of th e  form s. The rem inder, how ever, included a 
paragraph seeking to  c la rify  w hat was understood to  be, in th e ir te rm s.
This ch ap te r sum m arises th e  inform ation  co llec ted  through th e  questionnaire- 
survey and begins w ith a discussion of its audience and the ir responses. The 
resu lts  of th e  survey which follow are  p resen ted  in the  sam e order as th e  
questionnaire . As respondents w ere assured th a t  the  inform ation they provided 
would be tre a te d  in confidence, quotations a re  given w ithout identify ing th e  
source. 'Expressions which are  in inverted  com m as correspond to  rem arks m ade 
by respondents and are  usually incorporated  in to  the  te x t.
THE AUDIENCE AND THEIR RESPONSE
The questionnaire was sen t to  93 cen tre s  in dep artm en ts  in un iversities and 
polytechnics in th e  U.K. of which 47.3% (44 cen tres) w ere in d ep artm en ts  of 
science (with chem istry  a t the top of th e  league w ith 17 cen tre s , followed by 
physics and biology with seven cen tres  each), 16.1% (15 cen tres) in various
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engineering departm en ts , 15.1% (14 cen tres) in m edical and re la ted  departm en ts  
and 21.5% (20 cen tres) in dep artm en ts  of th e  hum anities (with education  a t  the  
top with six cen tres).
The list of 93 cen tre s  was com piled from  personal co n tac ts  and a search  of the  
l i te ra tu re . The questionnaire enclosed a slip which listed  the  cen tre s  in o ther 
d epartm en ts  w ithin the  sam e in stitu tio n  and the  cen tres  in a ffin itiv e  departm en ts  
in o ther in s titu tio n s . It also asked th e  respondents to  add to  th e  list. This 
ven ture produced no new h ith erto  unknown cen tres .
Within a m onth of sending ou t the  questionnaire th e re  was a 66% response (61 
cen tres) and about a month and a half a f te r  its  d ispatch a rem inder was sen t to  
32 cen tre s . 20 of these re tu rned  com pleted  form s. The to ta l  num ber of 
responses was 81 (87% of th e  to ta l). Table .8.1 below presen ts a  breakdow n of 
the  responses:
TABLE 8.1: Responses to  survey
C om pleted form s + enclosures 57
Answers through le t te r  and enclosures 6
C om pleted form s, bu t from  ce n tra l units 6
Em pty form s corresponding to  cen tra l units 7
D iscontinued cen tres 4
Did not approve of enquiry 1
No response 12
TOTAL 93
Three things a re  notable from tab le  8.1. The firs t is th a t th e re  was a to ta l  of 
63 cases of 'hard  ev idence ' for the  survey and on th is the  re s t of th e  ch ap te r 
is based. Secondly, th a t th e re  was only one case in which the  box a t  th e  top  of 
th e  questionnaire was ticked  indicating th a t the  enquiry was no t approved; 
un fo rtunate ly  no reasons w ere given. The th ird  notable thing was th a t  4 cen tre s
had shut down since th e  inform ation  had been co llec ted . The four cases a re  
w orth quoting w ithout fu rth e r com m ent.
1. "I se t up a  dep artm en ta l resource c e n tre  some years ago, but it  is 
now closed. I suspect th a t like all o th e r m ethods of education  
they  depend for the ir success on th e  enthusiasm  of the  s ta f f ,  th e  
te a c h e rs . The m ethod is no t im portan t, the  enthusiasm  is. As 
no one else in th e  D epartm en t was a t  all in te re s ted , the  m ethod 
fa iled , and as we had to  reduce the  space which the D epartm en t 
used th e  cen tre  was closed”.
2. "Our resource c en tre  was closed some tim e ago to  make way for 
th e  o ffice  su ite  of a  new professor".
3. "Mrs X le ft th e  D epartm en t and her course has been re-arranged".
4. "Your le t te r  concerning your D epartm en ta l R esource C en tre  P ro jec t 
has been forw arded to  me by su rface  m ail, hence the  delay in my 
reply ... I am returning your questionnaire uncom pleted because I 
im agine it re la te s  only to  cen tre s  in the  U.K. ... I am not sure of 
the  fa te  of my endeavours in England and not able to  te ll  you if 
anything of my e ffo rts  th e re  s till survive". (And they do not).
THE CENTRES
The f irs t section  of the  questionnaire aim ed a t  com piling de ta ils  abou t th e  
d ep artm en ta l c en tre s . It s ta r te d  by asking for the  nam e given to  th e  c e n tre . 
The answ ers a re  p resen ted  in tab le  8.2, which classifies nam es under m ajor 
ca teg o ries .
TABLE 8.2: Name of cen tre s
NAME n %
Learning Aids L aboratory  * 17 27
R esource cen tre 14 22
Self study cen tre^ 12 19
Audio visual aids cen tre 6 10
Learning unit^ 5 8
Courses 8 13
No nam e 1 1
TOTAL 63 100
NOTES:
1. includes learn ing /teach ing  cen tre /lab o ra to ry .
2. includes self in struc tional, se lf teach ing .
3. includes learning resources unit.
It is ev ident from  the  tab le  th a t th e re  is li ttle  ag reem en t on nam es for c en tre s , 
which is a re flec tio n  on th e ir d iversity  of aim s. The m ost popular nam e is 
learning aids labora to ry  and th e  m ajority  of these  are  in departm en ts  of chem istry .
D epartm en ta l resource cen tres  began to  appear in 1970 and, as shown in figure 
8.1, th e re  was a  period of s teady  developm ent in th e  early  1970s (4 to  6 cen tre s  
established per year), a peak in 1975 and a m arked decline in th e  num ber of 
cen tres  estab lished  in th e  la te  1970s with no evidence of any new c e n tre  so fa r 
in the 1980s. The c e n tre  established a t th e  D epartm en t of E ducational S tudies, 
U niversity of Surrey, and reported  in ch ap ter 9 was not open until a f te r  th e  
survey was conducted.
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FIGURE 8.1: Emergence of centres
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The size of cen tre s  varied considerably: th e  sm allest cen tre  occupied eleven
square m e te rs  while the  la rgest occupied 400 square m eters  (not including a 
cen tre  which functions within a lec tu re  th e a tre ) . Table 8.3 p resen ts a breakdow n 
of the  s ize  of cen tre s  and includes the  average number of s tuden t study places 
within each ca tego ry .
TABLE 8.3: Size of cen tre s
CATEGORY No of 
cen tres
Percen tage No of s tu d en t 
study p laces
Small (0 -  100 sq m) 28 67 15
Medium (101-200 sq m) 5 12 28
Large (over 201 sq m) 9 21 41
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Table 8.3 shows th a t th e  g rea t m ajority  of cen tre s  w ere on the  side of sm all 
c e n tre s , which on average accom m odated 15 studen ts. The size of th e  cen tre s  
was not necessarily  re la ted  to  the  number of studen ts in th e  departm en ts  since 
th e  m ajority  of c en tre s  (60%) w ere in d epartm en ts  w ith 100 to  300 stu d en ts , 
while 24% of cen tres  w ere in departm en ts w ith less than  100 studen ts  and 12% 
in large d epartm en ts  w ith over 300 studen ts.
Most of th e  cen tre s  (66%) w ere available for all studen ts in the d ep artm en ts , 
but about a th ird  w ere specifically  developed for 1st year s tuden ts. 14% of 
cen tre s  w ere only used by studen ts of one particu la r course and 20% of cen tre s  
w ere for various courses. Table 8.4 provides th e  num bers and p ercen tages of 
cen tres  which w ere available to students in the  various years.
TABLE 8.4: A vailability  of cen tres
CENTRE AVAILABLE
FOR STUDENTS IN: n %
F irs t year 46 73
Second year 43 68
Third year 39 61
Fourth year (if applicable) 24 38
As seen in tab le  8.4 the m ajority  of cen tre s  w ere by and large availab le  for 
f irs t year studen ts and th e  availab ility  of cen tre s  is inversely re la ted  to  th e  year 
of study; th a t  is, the  sm allest number of cen tre s  availab le was for final year 
studen ts  (w hether th is was the  th ird  or fourth  year).
Only 55 respondents answ ered the  question which asked for the  num ber of s tu d en ts  
who ac tua lly  use the  fac ilitie s . Table 8.5 shows th e ir answ ers.
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TABLE 8.5: E stim ated  use of cen tre s
n %
All s tuden ts 19 35
Above 50% of studen ts 10 18
Below 50% of students 8 14
Do not know 18 33
The use of cen tre s  did not appear to  be connected w ith th e ir  opening tim es 
since the  overw helm ing m ajority  of cen tres  w ere open during the  working day 
for five days a w eek. However six cen tre s  only opened in th e  afte rnoons, th re e  
only in the  mornings and th ree  only 2 or 3 days a w eek. Five cen tre s  ind icated  
th a t they opened a t  w eekends when requested  by s tuden ts  and th ir te e n  opened 
in holiday periods. Three cen tre s  s ta te d  th a t they stayed  open until 8 or 9 p.m .
The num ber of academ ic s ta f f  in the  d epartm en t varied considerably from  c e n tre  
to  c e n tre . The sm allest d epartm en t had 3 m em bers and th e  la rg est just over 
one hundred. The m ean of s ta f f  was 24. Table 8.6 shows th e  p e recen tag es  
of s ta f f  in departm en ts  who supplied m ateria ls  to  cen tre s  and those who helped 
to  supervise them .
TABLE 8.6: S taff partic ipa tion
SUPPLIED MATERIAL HELPED SUPERVISE
n % n %
All s ta ff 4 8 6 12
Above 50% 12 22 4 8
Below 50% 36 68 14 27
None 1 2 27 53
Table 8.6 shows th a t the  level of partic ipa tion  of s ta f f  is re la tiv e ly  low. In 
the  m ajority  of cases it was below 50% for the provision of m a te ria l as well as 
for helping supervise cen tre s . This supports the  inform ation  accum ula ted  in 
th e  case studies w here the  reasons for low s ta ff  partic ipa tion  w ere discussed.
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The above is also re la ted  to  th e  num bers of people responsible for running th e  
c en tre s . In m ost cases this was th e  sole responsibility of one academ ic. Table 
8.7 shows the  various bodies responsible for the  cen tres .
TABLE 8.7: Responsibility for running the cen tre
n %
All s ta ff 6 10
A com m ittee 2 3
One academ ic + a com m ittee 12 19
One academ ic only > 1 66
O thers: organiser 1 2
The supervision of cen tre s  depended heavily upon the  person in charge of th e  
c en tre  and tab le  8.8 illu s tra te s  th e  various ca tego ries  of s ta f f  who provide 
supervision in the  cen tre s .
TABLE 8.8: Supervision of cen tre s
n %
Y ourself 35 56
S taff 19 30
Technicians 25 40
D em onstrators 12 19
Nobody 7 11
O thers: R esearch  associa te 1 1.5
PT A ssistant 1 1.5
Only 16 respondents answ ered the  final question of the  section  on d e ta ils  about 
the  c en tre s . The question asked: "P lease s ta te  briefly  the  aim s of your c e n tre  
(or enclose any docum ents w here these  are  s ta te d ) '1. Aims co llec ted  are
ca tego rised  in tab le  8.9.
TABLE 8.9: C ategories of aim s
To provide in fo rm ation /access to  learning.
To provide a focal point for self study.
To study learning in order to im prove teaching .
To provide support to  teaching .
To provide an a lte rn a tiv e  m ethod of teaching  and learn ing . 
To reduce th e  am ount of tu to ria ls .
To reduce costs.
All seven groups of aim s are  concerned, obviously, w ith teaching and learning, 
but groups 1 and 2 give a m ajor em phasis to  the  learning while groups 3, 4 and 
5 give em phasis to  the teaching side of th e  process. The o ther two groups a re  of 
a m ore genera l kind and concerned with the organisation of teaching  and learning.
THE LEARNING RESOURCES
The second section  of th e  survey was ded icated  to  gathering  inform ation  about 
learning resources kept in the  cen tre s . The f irs t question asked w hether th e  
cen tres  w ere aw are of th e  ex istence of o ther resource bases w ithin th e ir 
institu tions and if so to ind icate  w hether they kept catalogues of those resources. 
48 com pleted  th is question and tab le  8.10 p resen ts th e ir answ ers.
TABLE 8.10: Learning resources elsew here
RESOURCES n %
Library 39 61
O ther departm ents 31 49
K ept catalogues 8 17
Table 8.10 shows th a t a sign ifican t proportion of cen tre s  do know abou t th e  
presence of resources in o ther departm en ts  of th e ir in stitu tions, although a sm all
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proportion of cen tre s  (8 of those surveyed) kep t catalogues of resources in o ther 
d epartm en ts  or in th e  lib rary .
Q uestion 2b asked about how resources w ere indexed and/or cata logued . Table 
8.11 sum m arises responses. The num bers and percen tages are  ca lcu la ted  for 
th e  whole sam ple (63 cen tres), since th e  wording of the  question im plied th a t 
no answ er im plied no system  of cataloguing or indexing, the  10 who did not 
answ er a re  counted in this way.
TABLE 8.11: C ataloguing of learning resources
INDEXED CATALOGUED
n % n %
By medium 12 19 23 37
By le c tu re  courses 8 13 9 14
By top ic 27 43 23 37
O thers: Handout 1 1.5
with equipm ent 1 1.5
Table 8.11 shows th a t a  re la tive ly  low percen tage  of cen tres  have developed 
system s for cataloguing or indexing th e ir  resources. Within this the  m ost popular 
system  was th e  indexing of m ate ria ls  according to  top ics while cataloguing  by 
medium was the  second m ost popular system s.
Q uestion 2c was designed to  discover the  so rt of m ateria ls  kept in cen tre s  which 
te lls  a  lo t about th e  philosophy behind th e ir  estab lishm en t. Although th e  question 
asked for num bers of the  various m ate ria ls  many responded with p e rcen tag es  and 
tab le  8.12 p resen ts the  percen tages as well as the  whole wording of th e  question.
TABLE 8.12: Sorts of learning resources
"P lease ind ica te  in the  f irs t colum n, th e  approxim ate percen tage of learning 
resources availab le  in your cen tre  which fa ll in to  the  catego ries below. In the  
second colum n, th e  approxim ate percen tag e  produced by the agents listed".
COL. 1
%
OWN
DEP.
COLUMN 2
OTHER
DEPS.
COMM
FIRMS
OTHER
G eneral Background 68 34 22 22
Supplem entary (optional) 59 29 20 14
Built into courses 57 33 11 10
Rem edial 22 15
O thers
This was th e  question with th e  low est ra te  of response (n = 51, rep resen ting  
80%). What is to  be noted from  th e  tab le  is th a t in the  g rea t m ajority  of 
cen tres  m ost m ateria ls  w ere of the  general background type. A nother no tab le  
aspect is th a t the  m ajor agen t for the production of learning resources w ere th e  
departm en ts  them selves in any of the  four ca teg o ries . It should also be noted  
th a t nine cen tre s  had m ateria ls  built in to  courses only. This rep resen ts  one 
seventh  of all c en tre s  surveyed.
It was satisfy ing  to  note th a t the  four ca teg o ries  of learning resources appeared  
to  be exhaustive since the  space provided for any o ther was not used by any of 
the  respondents.
The range of m a te ria ls  housed in cen tre s  was very  large and tab le  8.13 sum m arises 
those which w ere m ore popular and ind icates the  num ber of cen tres  w ith fa c ilit ie s  
for the  production of such m a teria ls .
185
TABLE 8.13: L ist of learning resources
HOUSED
RESOURCES
PRODUCTION
FACILITIES
n % n %
Tape slide (synchronised) 38 61 30 48
Video tapes 36 58 25 kO
Audio tapes 33 56 33 53
Models 32 5i 18 29
Audio tapes + booklets 32 51 2k 59
Books 31 50 k 6
Program m ed te x ts 28 45 22 35
R eprin ts 28 k5 20 32
OHP transparencies 25 kO 28 k5
Film loops 25 kO 2 3
C om puter based m ateria ls 2k 39 23 37
Tape slide (unsynchronised) 2k 39 26 41
Sets of slides 23 37 19 31
L ec tu re r 's  notes 17 27 lk 2
Booklets 15 2k 8 12
Model k its 13 20 k 6
Handouts 12 19 11 18
Film strips 7 11 7 11
PIP m ateria ls 5 8 3 5
The ca tego ry  for o the r fo rm ats  produced four o the r item s as follows: exam  papers, 
worked exam ples, questions and answ ers board, and gam es.
Although th e  m ajority  of th e  resources involved e ith e r  visual, aural and ta c ti le  
senses, th e  tw o m ost popular item s com bine th e  audio and visual: synchronised 
tape  slides and video tapes. A sign ifican t proportion of cen tres  also included 
com puter based m ateria ls .
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SUPPORT ENJOYED BY CENTRES
The th ird  section  of th e  survey was concerned with th e  finances of th e  cen tre s . 
U nfortunate ly  th is was an a rea  in which not all the  respondents w ere prepared  
to  provide in form ation . There were various reasons for th is. Two respondents 
said th a t th e ir  figures w ere confiden tia l, th ree  did not know about them  since 
they  w ere not the  in itia to rs  of th e  cen tre s , one just said "prefer not to" while 
another pointed  out "this is d ifficu lt to  put to g e th e r. Monies a re  given as a 
resu lt of spec ific  request ra th e r  than by righ t".
The f irs t question of the  section  asked respondents to  ra te  the support they w ere 
getting  from  various q u arte rs , including financial support, and support from  o the r 
units w ithin the  in stitu tio n . The values for the  scale  of rating  w ere
1 = none a t all
2 = unsatisfac to ry
3 = adequate
4 = good
5 = very good
The following tab le  sum m arises th e ir ra tings by presenting the  num ber of 
respondents to  th e  p articu la r item  (n), the  m ean of ratings (x) and th e  standard  
deviation ($).
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TABLE 8.14: Support to  cen tre s
n X $
FINANCIAL SUPPORT
C ap ita l expenditure 48 3.51 0.90
Consum able expenditure 56 3.59 0.90
For s ta ffin g  the  c en tre 55 2.69 1.15
ACADEMIC SUPPORT
Head of D epartm ent 53 3.92 1.29
Senior s ta ff 56 3.12 1.33
Provision of m ateria ls 51 3.11 0.99
Encouraging studen t use 50 3.20 1.24
SUPPORT FROM UNITS
Library 43 2.41 1.63
Ed Tech U nit 40 2.10 1.42
A V Unit 43 2.41 1.29
The f irs t strik ing  thing from  the  tab le  is the  high rating  of support from  th e  
heads of d ep artm en t although in co n tra s t w ith th is the  re la tive ly  low ra te  of 
support from  o th e r units is notable, but d isag reem en t is high. F inancial support 
is also considered to  be good. There was qu ite  a b it of d isagreem ent regarding 
the  support from  senior s ta f f  as well as from  the  heads of d epartm en ts  and a 
significant num ber of respondents ticked  m ore than one box indicating th a t  
support varied  from  s ta f f  to  s ta ff .
The low er ra te  of support from  o the r units also ind icates th a t th e  level of 
independent working is re la tive ly  high, as an tic ip a ted  by the low ra te  of exchange 
of in form ation  betw een departm en ts and lib rary  and /o r o the r d epartm en ts..
The nex t question asked for approxim ate indications of the  cap ita l investm en t 
in cen tre s . The answ ers a re  broken down into  th ree  main ca tego ries  in tab le  8.15:
TABLE 8.15: C ap ita l investm ent
n %
up to  £ 1,000 8 20
£ 1,001 to  10,000 7 18
Over £ 10,000 I ti­ 35
Do not know l l 27
The above tab le  shows th a t although the  m ajority  of cen tre s  a re  physically sm all 
(see tab le  8.3) a  significant number of cen tre s  have had a  cap ita l investm en t 
over £10,000. It is also sign ifican t th a t about one fif th  of th e  cen tre s  have had 
a cap ita l investm en t below £1,000.
Table 8.16 sum m arises the  annual budgets for cap ita l and consum able expenditu res.
TABLE 8.16: Annual budgets
CAPITAL CONSUMABLES
n % n %
None 9 28 6 18
up to  £ 1,000 9 28 19 58
over £ 1,000 14 44 8 24
The tab le  shows th a t a  li ttle  over a  q u a rte r of th e  cen tre s  had no budget fo r 
cap ita l expend itu re , which im plies th a t they w ere no longer in a developing s tag e . 
In c o n tra s t, a large m ajority  (72%) had some incom e for th is purpose. R egarding 
monies for consum ables the  p ic tu re  is less gloomy since only 18% of c e n tre s  did 
not have a  budget. Not surprisingly th e  respondents ind icated  th a t th e  p rospects 
for fu tu re  budgets w ere betw een unsa tisfac to ry  and ad equa te . They w ere asked 
to  ra te  th is on a  four point scale  as follows
1 = poor
2 = unsa tisfac to ry
3 = adequate
4 = good
Table 8.17 p resen ts  the  mean of ratings and th e ir s tandard  deviations.
TABLE 8.17: P rospects for fu tu re  budgets
n x $
PROSPECTS 43 2.51 0.88
About one q u a rte r of the  cen tre s  ind icated  th a t they had financial support from  
outside th e ir  own dep artm en t, including th e  running of courses for outside bodies, 
sale of m a teria ls  and research  p ro jec ts financed by funding agencies. The 
following quote illu s tra te s  one of the  m ajor uses of th e  incom e g enera ted  by 
the cen tre s  them selves. ’’The royalties  of our published m ate ria ls  go into a 
cen tra l fund kep t by th e  university  which as a ch aritab le  concern is no t sub ject 
to  tax . The money is used to  finance new ideas and m ateria ls  in th e  c e n tre . 
Very useful since funds from  th e  university  a re  un sa tisfac to ry ”.
FEEDBACK AND EVALUATION
The fourth  section  of th e  survey questionnaire concerned self evaluation  and th e  
gathering of feedback  in th e  cen tre s . F irs tly , they  w ere asked to  ind icate  
w hether they  w ere ge tting  any feedback  from  s ta f f  and /or studen ts  and if they 
had evaluated  the  services provided by the c e n tre . Table 8.18 p resen ts  th e ir  
answ ers.
TABLE 8.18: Feedback and evaluation of cen tre s
n %
Feedback from studen ts 39 61
Feedback from  s ta ff 27 42
Evaluation of services 25 39
Feedback from  studen ts  is obtained to  a  large e x te n t inform ally via s tu d en t 
reports  to  Facu lty  Boards or s ta ff-s tu d en ts  com m ittees or the  occasional ta lk
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with s tuden ts. Some cen tres  have also developed m ore form al ways of ge ttin g  
feedback; for exam ple, th e re  w ere cen tre s  which kept records of th e  use and 
m onitored dem and. In ano ther place freq u en t surveys w ere conducted  in order 
to  iden tify  areas  for im provem ent. Feedback from  s ta f f  was less freq u en t and 
relied heavily on th e  occasional conversation  a t  th e  co ffee  break , lunch tim e  or 
in corridors.
25 cen tre s  (39%) ind icated  th a t they  had conducted regular evaluations of th e  
services provided and/or p articu la r item s in th e  c en tre . These included 
questionnaires c ircu la ted  to  studen ts a t th e  end of th e  year in o rder to  g e t a 
p ic tu re  of the  general usage of th e  c e n tre , to  "all norm al procedures of proper 
evaluation". Some of these  cen tre s  developed the ir m ateria ls  w ith a  ’b u ilt-in ' 
evaluation .
Table 8.19 presen ts the  ratings which ind icate  how th e  serv ices of th e  cen tre s  
w ere regarded as being perceived by various people and departm en ts  w ithin th e  
institu tions. The ra ting  was on a five point scale as follows:
1 = poor
2 = u nsa tisfac to ry
3 = adequate
4 = good
5 = very good
There w ere also columns to  indicate ’no opinion' (NO) or ’no t known' (NK).
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TABLE 8.19: P ercep tion  of cen tre s
n X $ NK NO
R espondent 53 3.52 0.93 0 3
Head of D epartm en t 47 3.70 0.93 6 0
A cadem ics own D ept. 445 3.64 0.67 6 1
A cadem ics o ther Depts* 22 3.95 0.72 21 4
L ibrarian 12 3.66 0.77 27 7
A V Unit 23 4.21 0.73 17 7
Ed Tech Unit 21 4.14 0.79 17 6
Students in:
F irs t year 38 3.86 0.70 5 4
Second year 28 3.53 1.10 1 0
Third year 28 3.39 1.25 11 0
Fourth  year 16 3.12 1.25 17 0
One of th e  notable things in the  above tab le  is th a t the  level of ag reem en t 
among the  repondents is high since standard  deviations a re  generally  som ew hat 
below 1.00. A nother is th a t academ ics in o th e r departm en ts  w ere seen as having 
a higher opinion of the  services than  those in th e  c e n tre 's  own d ep a rtm en t. 
This could how ever be biased since the  answ ers w ere provided by s ta f f  in charge 
of cen tre s . Heads of d ep artm en t w ere also perceived  as having a high regard  
for the  cen tre s  as w ere the  specialised educational units.
A part from  th e  good perception  a ttr ib u ted  to  studen ts  in the ir f irs t y ear, the  
re s t of the  s tuden ts  appeared to  be in the  lower end of the  ra tings. The higher 
standard  deviations show polarisation and is co n sis ten t with th e  g re a t m ajo rity  of 
cen tre s  being available prim arily  for f irs t year s tuden ts.
THE PEOPLE IN CHARGE OF CENTRES
The fif th  section  of the questionnaire was addressed to  finding out who w ere 
th e  people in charge of cen tre s , w hether they w ere involved in s ta f f  developm ent 
in th e ir  dep artm en t or in stitu tion  and how they described th e ir own a c tiv it ie s .
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In the  f irs t  instance s ta ff  in charge w ere asked to  provide th e ir own s ta tu s  as 
listed  in tab le  8.20.
TABLE 8.20: C en tre s ’ s ta f f  s ta tu s
STATUS n %
A cadem ic 48 71
Technical 8 13
A dm inistrative 4 6
R esearch  s ta ff 5 8
By far th e  la rg est group of people w ere academ ics and mainly le c tu re rs , w ith 
about one q u a rte r of these on th e  senior lec tu re r sca le  and one p rofessor. 24% 
of th e  respondents said th a t they w ere involved in s ta f f  developm ent in the ir 
departm en ts  and 22% in the ir in stitu tions. The range of ac tiv itie s  included 
m em bership of Teaching M ethods C om m ittees, general coordination fo r s ta f f  
developm ent and responsibility for Youth O portunity  Program m e p lacem en ts .
These people w ere asked to  ind icate  which te rm s from  a  list provided they  would 
use to  describe th e ir  ac tiv itie s  in the  cen tres . Table 8.21 p resen ts th e ir  answ ers.
TABLE 8.21: D escrip tors of ac tiv itie s
DESCRIPTOR n %
System s engineering
System s approach 3 5
Educational technology 23 36
Curriculum  developm ent 20 32
Educational developm ent 34 54
Educational innovation 22 35
O thers
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It is in te res tin g  to  no te  from  tab le  8.20 th a t  89% responses corresponded to  th e  
less 'te c h n ic a l ' d escrip to rs, educational developm ent, educational innovation, and 
73% to th e  m ore techn ica l ones, educational technology, curriculum  developm ent, 
( to ta l p e rcen tag e  exceeds 100% because responses overlap). O ver half of th e  
s ta f f  described th e ir own ac tiv itie s  as educational developm ent; th re e  o the r 
te rm s com e closely  to g e th er as second best descrip to rs: educational technology, 
educational innovation and curriculum  developm ent.
GENERAL COMMENTS
The final section  of th e  questionnaire included open ended questions to  allow 
respondents to  supply additional inform ation about th e ir  cen tres and to  provide 
com m ents on th e  n a tu re  of the  questionnaire or on p articu la r questions. F u rth e r 
inform ation  was provided about th e  relationship  betw een the c e n tre  and th e  
d ep a rtm en t's  s ta f f  as well as those in cen tra lised  units; some respondents took 
th e  opportunity  to  ven tila te  th e ir feelings about the  s ta f f  who did not co o p era te  
or about how iso la ted  they fe lt  from  th e  re s t of the  d ep artm en t. Two typ ical 
quotations il lu s tra te  s ta f f  com m ents in th is section  of the  questionnaire , both 
re la ted  to  th e  serv ices th a t th e  cen tre s  provide.
Q uote 1:
"On th e  whole I think th e  c e n tre  serves th e  studen ts well though we a re  
alw ays seeking ways to  im prove it. We hope to  begin a m odest program m e 
of updating m ateria ls  in the nex t academ ic year".
Q uote 2:
"The main disadvantage of our c e n tre  is th a t it  is s itu a ted  in a  teach ing  
lab o ra to ry . This is not really  conducive to  qu ie t study for the  s tuden ts  
using it .  A sep ara te  room would g rea tly  im prove th e  s itua tion  bu t th a t 
would bring problem s of its own, in th a t s ta f f  would be required  th e re  all 
th e  tim e during opening hours for supervision".
About 20 respondents took tim e to  make com m ents. It was said th a t  it was 
"O.K.*, "very good" as tw o respondents put it . There w ere, how ever, some 
reservations; for exam ple, "Q uestionnaire is O.K. but some of th e  questions a re
m
very d ifficu lt to  answ er precisely  because th e  design and na tu re  of th e  resource 
cen tres  in various p laces is d iffe re n t. Ours has fea tu re s  in com mon fo r exam ple 
with many of the  o ther in stitu tions listed , but it also has many points of 
d iffe ren ce”.
C ritica l com m ents w ere cen tred  on question 2c: "did not com plete  question 2c” 
or "I h a te  com pleting questionnaires because the  questions never seem  to  apply 
to  my p a rticu la r s itua tion  (e.g. Q 2c)”.
There w ere also very positive com m ents th a t illu s tra ted  readiness and willingness 
to  com plete  th e  questionnaire . One respondent pointed out th a t: ”1 have taken  
’c e n tre 1 to  be the  labora to ry  using audio c a sse tte s  and colour prin ts for which I 
am responsible. If th e  answ ers should cover a  w ider field p lease send me 
ano ther form ". Com m ents in this section  also iden tified  seven s ta f f  who w ere 
in te res ted  in knowing the  resu lts  of the  enquiry.
SUMMARY AND CONCLUSIONS
The developm ent of dep artm en ta l resource cen tre s  under various nam es began 
in th is country  in 1970 and reached its  peak in 1975. Since then developm ent 
has slowed down, even w ith some indications of a decline since th e re  w ere four 
cen tre s  had to  close down. A ccom m odation tends to  be ra th e r sm all but cap ita l 
expenditure  tends to  be high which im plies th a t  th e  cen tre s  are  reasonably  w ell 
equipped.
A firs t g lance of some of th e  s ta tis tic s  p resen ted  may lead to  th e  conclusion 
th a t  the  level of use of the  cen tre s  by studen ts is re la tive ly  low. H ow ever, th e  
evidence also shows th a t they w ere available prim arily  for f irs t year s tu d en ts .
The responsibility  for running the  cen tres  fell generally  on one academ ic . This 
may explain why th e  number of cen tres  which perform  any evaluation  a c tiv it ie s  
is sm all.
The range of resources kep t in the cen tres  is very ex tensive . This is co n s is ten t 
w ith one of th e  aim s of cen tre s  to  provide an a lte rn a tiv e  to  conventional teach ing
and learning. The m ost freq u en t so rt of m ateria ls  w ere for providing background 
inform ation . M aterials for rem edial purposes w ere not very popular. It was 
sign ifican t th a t  in nine cases th e  cen tre s  housed built-in  m ateria ls  only.
G enerally  speaking cen tres  have enjoyed sym pathetic  support from  th e  Head of 
D epartm en t which has been tran s la ted  into good provision of funds. Support 
from  th e  re s t of the  s ta f f  is how ever divided. The rela tionsh ips w ith th e  
professionals in units such as audio visual and educational technology w ere 
considered to  be good.
The p resen t cu t backs imposed from  cen tra l governm ent seem ed to  be a ffec tin g  
the  cen tre s : it was more d ifficu lt to  ensure a  budget for cap ita l investm en t
and for consum ables. This m akes s ta f f  consider in s titu tional funding to  be 
u n sa tisfac to ry  and some have begun looking for a lte rn a tiv e  sources of finances.
The survey sam ple seem ed to  be com prehensive, since th e  enclosure designed to  
e lic it in form ation  about o the r cen tre s  did not produce resu lts . The sam e can 
be said of th e  four so rts  of m a teria ls  categorised  in th e  survey: since no one
suggested any o th e r category  these  four ca tego ries  seem to  be exhaustive.
The re la tiv e ly  high ra te  of response w ithin a  short tim e ind icates th a t  th e re  is 
g re a t in te re s t in th e  topic of d epartm en ta l c en tre s  and th a t the people in charge 
are  ded icated  professionals. They provided invaluable cooperation  to  th e  w r ite r ’s 
p ro jec t and have shown in te re s t in th e  resu lts  of th e  research .
Finally, behind d epartm en ta l resource cen tres  th e re  a re  groups of ded ica ted  
academ ics who have introduced innovations for th e  ben efit of th e ir  s tu d en ts . 
This is well regarded  by both th e  Heads of D epartm ents and s tuden ts.
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C H A P T E R  9
CASE STUDY THREE: THE ESTABLISHMENT OF
A DEPARTMENTAL RESOURCE CENTRE
INTRODUCTION
One asp ec t of th e  w rite r 's  work was to  help in the  process of estab lish ing  a 
resource c en tre  for the  form er D epartm en t of Adult Education (D.A.E.), U niversity  
of Surrey, (and which was to  be renam ed as D epartm en t of Educational Studies). 
The work was spread just a li ttle  over one year -O ctober 1981 to  D ecem ber 
1982- and th ree  d istinctive  periods can now be identified .
The f irs t period, from  O ctober to  D ecem ber 1981, consisted  mainly of discussions 
w ithin th e  D.A.E. which led to  the  p resen ta tion  to  the  D.A.E. s ta f f  m eeting  of 
D ecem ber of a  se t of proposals for the  estab lishm en t of th e  resource c e n tre .
A lengthy second period began with th a t s ta f f  m eeting which, in th e  ligh t of 
the  Second A cadem ic Planning Group R eport, decided to  in itia te  discussions w ith 
all the  units to  becom e w ithin the aegis of th e  new D epartm en t. These 
discussions w ere to  go on until June 1982 when the  s ta f f  of th e  D .A .E. and 
In stitu te  for Educational Technology (I.E.T.) (and which was to  be renam ed 
In s titu te  of Educational D evelopm ent, I.E.D.) accep ted  a  revised se t of proposals, 
this tim e for a  resource c en tre  for the  whole new D epartm en t.
The th ird  period, Septem ber to  D ecem ber 1982, began when th e re  was a genera l 
rea lisa tion  to  the  e f fe c t th a t,  m ainly because of space res tric tio n s , an in teg ra te d  
resource c e n tre  would have to  be postponed and th a t e ffo rts  needed to  be
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co n cen tra ted  in to  th e  developm ent of a prelim inary  schem e for th e  D epartm en t 
of Educational Studies.
The p resen t ch ap te r a tte m p ts  to  re f le c t upon th e  work to  establish  th e  resource 
cen tre  and begins with a  descrip tion  of the  process leading to  the  es tab lishm en t 
of the c e n tre . A b rief background to  the  D.A.E. a c tiv itie s  follows and it then  
presen ts th e  main body of proposals for the  es tab lishm en t of a resource c e n tre  
for the  D epartm en t of Educational Studies in te rm s of its  aim s, functions, 
com ponents, s tru c tu re , and so on. N ext, the  prelim inary  schem e for the  resource 
cen tre  is docum ented. A few  concluding rem arks as well as a few 
recom m endations are  then p resen ted .
THE PROCESS
The study of th e  li te ra tu re , case studies and national survey provided th e  basis 
to  s ta r t  developing a  model for th e  estab lishm en t of a  dep artm en ta l resource 
c e n tre ; th is em erging model was followed during th e  process of establishing a 
resource c e n tre  in th e  D epartm en t of Educational S tudies. The model is 
sum m arised in the  flow c h a rt overleaf:
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CONTACTS WITH THE PEOPLE INVOLVED
DECISION ON THE TYPE OF CENTRE TO BE DEVELOPED 
AND ON PEOPLE IN CHARGE
COLLECTION OF EXISTING RESOURCES AND 
PRODUCTION OF NEW ONES
CATALOGUING 
OPENING 
MONITORING (EVALUATION)
CONTINUING DEVELOPMENT
An im portan t asp ec t to  em phasise is th a t the  D epartm en t of A dult Education 
had been for some tim e concerned with and in te res ted  in th e  d ep artm en ta l 
provision of resources. In p a rticu la r this had been the  specific  p re-occupation  
of the  R esources In te rest Group. To th is e f fe c t th e re  had been num erous 
m eetings and discussions, as well as papers and memos w ritten . For exam ple, 
in June 1981 and in a  paper for dep artm en ta l discussion, the  Group c lea rly  
pointed ou t th e ir  in te re s t as follows: "The R esources In te re st Group fee ls  th a t
th e re  is a need to  establish  a base for adult education resources, these  to  develop 
alongside the  m ore specialised R.B., Nursing and the  Human P o ten tia l R esearch  
P ro jec t lib raries". R.B. stands for the  D epartm en t being th e  R esponsible Body 
in the county  for the  provision of university  level adu lt education  courses.
In te rest Groups had existed  in the  D .A.E. for the  la st four or five y ears . These 
deal w ith academ ic and dep artm en ta l concerns and bring to g e th e r s ta f f  involved 
and in te re s ted  in a particu la r a rea . Some of the  o ther operating  in te re s t groups 
w ere the  R esearch  Support Group, Publicity , In terna tional A ffairs, S ta ff  Training, 
P re -R e tirem e n t Education. Some of the  advantages of the In te re s t Groups 
included the  bringing to g e th er of people who shared experience and enthusiasm
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to  encourage discussion and m axim ise expertise  and in te res ts ; th e  developm ent 
of action  and coord ination  of a c tiv itie s  w ithin and outside the  d ep artm en t.
The w rite r 's  role included, in th e  f irs t in tance , his incorporation in to  th e  R esources 
In te re st Group to  help in the process of developing a d ep artm en ta l resource  
cen tre . The em erging model began to  be applied w ith th e  surveying of s ta f f
a ttitu d e s  tow ards th e  estab lishm ent of a  d epartm en ta l c en tre  and 19 s ta f f  w ere
interview ed for about half to  th ree  q u arte rs  of an hour each . These showed 
th a t s ta f f  w ere in te res ted  in looking for ways to  use th e ir resources in a m ore 
e ffec tiv e  way and en thusiastic  about th e  developm ent of a resource base for th e  
D epartm en t.
The in itia l discussions also showed th a t  a  g rea t v arie ty  of resources w ere being 
used and a need for fu rth e r developm ents. Regarding the  fo rm er, D .A.E. 
m em bers w ere using for th e ir teach ing , w ithin and outside th e  U niversity , a t  
least six d is tinc tive  groups of resources:
-  Human resources: Colleagues, outside speakers, s tuden ts, e tc .
-  Institu tional resources: The U niversity  and o ther lib raries, the  A.V.A. U nit,
th e  I.E .T., P rin t Room, e tc .
-  D epartm en ta l resources: R.B.; H .P .R .P . and Nursing lib raries.
-  Equipm ent resources: Slide p ro jec to rs , screens, epidiascope, record  p layers,
c a s se tte  reco rders  and players, science equipm ent, reprographic equ ipm ent, e tc .
-  Teaching and learning re la ted  resources: Audio tapes, video ta p es , film s,
photographs, books, records, handouts, slides, repo rts , reproductions, w a llch arts , 
tran sparencies, journals, theses, com puter based m ate ria ls , m agazines, learning 
packages, e tc .
-  R esearch  re la ted  resources: R eports, papers, journals, and
- A dm inistrative re la ted  resources: pen, paper, and s ta tionery  in genera l, e tc .
All th e  resources listed  above w ere generally  held by p a rticu la r academ ics for 
th e ir own courses, but also available to s tuden ts who consulted th e  individual 
s ta f f  m em ber. Because of the d ep artm en ta l space re s tric tio n s  th e  resou rces 
w ere d istribu ted  all over the  D epartm en t and th e re  did not ex ist a c e n tra l 
ca ta logue , despite some e ffo rts  from  some academ ics and ad m in is tra tiv e  s ta f f .  
It was a generally  held view th a t this s ta te  of a ffa irs  was no one's responsib ility
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in p a rticu la r, but ra th e r a resu lt of th e  rapid grow th, developm ent and expansion 
of th e  D.A.E.
S taff agreed  th a t th e re  was a rea l need for co-ord inating  th e  d iversity  of 
dep artm en ta l resources; th a t  in tim es of lim ited financial resources th e re  was an 
even g re a te r  need to  bring to g e th e r  w hat ex isted ; th a t  dep artm en ta l resources 
w ere less e ffe c tiv e  if s ta f f  kep t those resources for them selves; th a t  th e  
developm ent of m ore teach ing  and learning aids, teach ing  packages, e tc .  was 
needed; th a t m ore help for s tuden ts doing th e ir final p ro jec ts  would be w elcom e; 
th a t m ore inform ation about research , ways of preparing proposals, funding 
agencies, e tc . w ere necessary . In short: th e re  seem ed to  be a need to  develop 
som ething a t hand to  be used by s ta f f  and studen ts and which was based a t  th e  
D epartm en t in order to  fu lfil in a b e t te r  way some of th e  increasing dem ands in 
the  teach ing  and learning, research , extension and adm in istration  of th e  D .A.E.
On the  basis of th e  inform ation  gathered  the  w rite r prepared  an in itia l se t of 
proposals which w ere put to  th e  D .A .E .'s R esources In te re s t Group. A fter 
discussions and red rafting  th e  proposals w ere presen ted  to  the  s ta ff  m eeting  and 
w ere accep ted  in principle. The m eeting decided to  delay decisions regarding 
th e  estab lishm ent of a resource cen tre  until U niversity proposals for a new 
D epartm en t w ere c lea re r . This consisted  of the  renam ing of the  D epartm en t 
of Adult Education as D epartm en t of Educational S tudies, th e  incorpora tion  of 
the  newly form ed C om puter A ssisted Learning U nit, and th e  tran sfe ren c e  of 
many of th e  ac tiv itie s  carried  by the  form er In s titu te  fo r Educational Technology.
The w rite r, on behalf of th e  R esources In te re st Group began inform al and fo rm al 
discussions with I.E.T. He was also charged with th e  task  of preparing  m ore 
defin ite  proposals for the  estab lishm ent of a resource c en tre  for the  D epartm en t 
of Educational S tudies. A second round of ta lks w ith s ta f f  m em bers was held 
and they  w ere also asked to  fill in two form s regarding the  resources they  could 
con tribu te  to  th e  cen tre  (copies of the  form s are  included in appendix F). On 
the basis of the  new inform ation a revised se t of proposals was p repared  and 
discussed in the  now tw ice enlarged R esources In te re st Group (including D.A.E. 
and I.E.T. m em bers). They w ere then forw arded to  th e  Head of D ep artm en t, 
who gave th e  go ahead and incorporated  them  into his proposals to  th e  U niversity  
Resource Planning Group.
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The a u th o r’s final engagem ent was concerned with establishing the  prelim inary 
schem e of the  D.E.S. resource c en tre  and, in p articu la r, with developing a 
cataloguing system .
THE PROPOSALS
The basic idea was to  develop the  D.E.S. resource c en tre  from  th e  existing 
D.A.E. resources and from th e  I.E.T. resource c en tre . It is im po rtan t to  
em phasise th a t  th e  developm ent of a dep artm en ta l resource c e n tre  was to  
com plem ent ra th e r  than overlap the  U niversity  library or o the r cen tra lised  units. 
The c e n tre  will specialise in those areas of p a rticu la r in te re s t to  the  m em bers 
of the  D.E.S. In addition, it is hoped to  develop a system  whereby th e  resources 
contained in the  resource c en tre  will be generally  available outside th e  D.E.S. 
To keep th e  po ten tia l users of the  c en tre  updated about the  serv ices provided, 
it was proposed th a t the  publication of a news shee t be studied. The f ir s t  issue 
of such a news shee t was concerned with explaining th e  opening of the  prelim inary  
schem e.
The resource c e n tre  was one of the  many educational com ponents of the  
D epartm ent and included th e  philosophy and approach to  teaching  and learning 
of the  in te re s ted  s ta f f , the ir skills, a ttitu d e s , knowledge and c rea tiv e  ideas, th e ir 
energ ies, and th e ir  in ternal and ex terna l netw orks of relationships; tim e; space; 
financial resources; and equipm ent.
The D.A.E. agreed  th a t its  resource cen tre  would have th e  following as its  aim s:
i) to  co -ord ina te  existing resources and m ake them  m ore readily  
availab le.
ii) to  achieve e ffe c tiv e  use of lim ited  funds.
iii) to  prom ote the sharing of ideas and inform ation .
iv) to  develop resources, including teaching  and learning aids, 
v) to  liaise with o ther U niversity  ’resource b ases’.
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On its  p a rt th e  I.E.T. resource c en tre  had th e  additional aim s of:
a) influencing the  a ttitu d e s  of individual te ach e rs  to  teach ing  and 
. learning, helping teach ers  to  develop s tuden t learning, helping
stu d en ts  to  develop th e ir own learn ing , helping te ach ers  to  develop 
th e ir  own teaching .
b) providing fac ilitie s  for postg raduate  s tu d en ts ' research .
c) developing resource based learning, including d istance learning.
An appropria te  se t of aim s for the  D.E.S. resource c e n tre  was a  com bination of 
aims of both  th e  D.A.E. and I.E.T. In addition to  these an aim from  th e  
em ergence of th e  D.E.S.:
to  increase th e  co s t-e ffec tiv en ess  of its  work fo rce .
The d ep artm en ta l resource cen tre  aim ed to  have a t least five functions:
The f irs t is a teach ing  and learning function by which
(a) s tuden ts and s ta f f  will gain easie r access to  th e  d ep artm en ta l 
resources;
(b) th e  teaching  will be enhanced through the  use of newly developed 
resources;
(c) teaching  and learning could be m ore easily  shared through th e  
possible use of o ther academ ics developed resources;
(d) th e  process of giving studen ts  g re a te r  independence may be 
fa c ilita te d ;
(e) and consequently  it would fa c ilita te  m ore learning a c tiv itie s , reduce 
teaching  ones and thus give s ta ff  m ore opportunities.
(f) it  would allow needed resources to  be taken  from nearby shelves 
as required; e tc .
The second is a  research  function by which
(a) research  into innovative teaching and learning m ethods can be 
conducted;
(b) support to  cu rren t research  p ro jec ts  can be provided through th e  
provision of previously co llec ted  inform ation;
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(c) filing of research  repo rts  may be fa c ilita ted ;
(d) the  p reparation  of research  repo rts  via th e  holding of previous
proposals and/or model applications can be made easie r;
(e) a  ca ta logue of funding in stitu tions may be m ade available to  s ta f f
in te res ted  in seeking outside funding to g e th er with th e ir  p re fe rred  
procedures; e tc .
The th ird  is an adm in istra tive  function through which
(a) general d ep artm en ta l inform ation can be cen tra lised  and thus 
fa c ilita te  (to a  ce rta in  ex ten t) com m unication about w hat goes on 
in the  d iversity  of a c tiv itie s  perform ed in the  whole new D epartm en t;
(b) a  cen tra lised  place may be availab le to  provide the very basic and 
unsophisticated  fac ilitie s  (pen, paper, e tc .);
(c) the  process of updating inform ation may be made easie r; e tc .
The fourth  is a  function re la ted  to  the  d ep a rtm en t’s e x tra  m ural a c tiv itie s  through 
which it
(a) may fa c ilita te  th e  developm ent of a mobile resource c e n tre , to  be 
taken away for short courses, workshops and conferences;
(b) could fa c ilita te  the  publicity  and m arketing of courses and 
publications if inform ation  is made available to  the  users of the  
cen tre ; e tc .
Finally, an in teg rating  function through which
(a) s tuden ts, in addition to  the ir coming to  the  D epartm en t to  c o llec t 
the ir m ail, m eet th e ir tu to rs , read no tice  boards, can spend m ore 
tim e a t  the  D epartm en t and be c loser to  th e  d ep artm en ta l 
enthusiasm ;
(b) m ore inform al encounters among s ta f f  may be fa c ilita te d  too ; e tc .
The c e n tre  was m ade out of a num ber of com ponents. To s ta r t  w ith , each  of 
th e  divisions, sections or subsections, of th e  D .E.S., willing to  p a rtic ip a te  in th e  
resource c e n tre , m ight becom e a com ponent of th e  c e n tre . For exam ple, th e re
m ight be sections of the  cen tre  on aspects of, say
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Responsible Body
Human P o ten tia l R esearch  P ro jec t 
Nursing
Adult Education 
Young A dults (Y.A.)
Schools
Industrial Studies 
Teaching and learning 
Higher Education 
C.A .L.
P re -R e tirem e n t Education 
D istance learning 
Science Education 
O thers
S taff D evelopm ent
R esearch
A dm inistration
Some of these  a lready  ex isted  in th e  I.E.D. resource cen tre , o th e r groups had 
s ta rte d  co llec ting , co llating  and cataloguing th e ir resources (e.g. H .P .R .P ., Y.A.) 
and th e  P re -R e tirem e n t section  had worked en thusiastica lly , obtained outside 
financial support for £1,000 and has begun co llecting  and producing resources in 
its  field .
Because of th e  d iversity  of aim s, functions and com ponents the  resource  c e n tre  
needed some kind of s tructu ring : as In te re st Groups w ere also developed in th e  
new D epartm en t as "Standing C o m m ittes ', th e  fo rm er R esources In te re s t Group 
was reconvened and continued taking overall responsibility  for the  s tru c tu re  and 
ac tiv itie s  of th e  resource c en tre . There was also a need to  develop a 
dep artm en ta l resource team  to take  ca re  of the  day to  day ac tiv itie s  o f th e  c e n tre .
M aterials to  be used regularly  w ere sto red  on open shelves as fa r  as possible. 
F u rtherm ore , those earm arked  for particu la r use from  tim e to  tim e  (e.g. R.B. 
collection), w ere to  be sto red  aw ay. There w ere also tab les for th e  work of 
the  users as well as viewing fac ilitie s  for audio and visual resources.
The I.E.T. had su ffic ien t equipm ent in the stock norm ally availab le to  s ta f f  and 
studen ts, to  provide and m aintain th e  requ irem ents of its  research  and of its  
resource c e n tre . This needed to  be looked a t  in the  light of th e  increased  
requ irem ents of th e  D.E.S. s ta f f  if the  p resen t I.E.D. fac ilitie s  w ere to  be 
ex tended w ithin the  whole dep artm en t.
When th e  resource  cen tre  is fully se t up, its  s ta ffing  is to  com e, in th e  f irs t 
in stance, from  existing D.E.S. m em bers. There will be a  need for a  budget 
specifically  for updating inform ation . To ease th e  burden of expend itu re  i t  is
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hoped th a t th e  D.E.S. resource cen tre  will in the  fo reseeab le  fu tu re  be able to  
produce and sell m a teria ls  to  outside bodies.
THE PRELIMINARY SCHEME 
G eneral D escription
The prelim inary  schem e was based upon the  long te rm  proposals and special 
consideration was given to w hat s ta f f  had said in th e  tw o rounds of ta lks and 
w ritten  on th e  form s they w ere asked to  com plete  regarding th e  resources they  
could co n trib u te  to  the  c en tre .
As the D epartm en t was accom m odated  in tw o buildings and space was sca rce , 
it seem ed th a t th e  most appropria te  p lace to  loca te  the  prelim inary  resource 
c en tre  was in the  open space of th e  th ird  floor of Senate House. T here w ere 
several advantages for th is: it would easily  incorpora te  the  existing Nursing
resources as well as those to  be acquired for P .R .E . (in adjoining rooms); its  
proxim ity to  the d epartm en ta l k itchen  m ade it easily  accessib le to  all s ta ff ; 
and la st but not le a s t, th e  w rite r ’s desk was in th is room and general supervision, 
in th e  f irs t  in stance, was fa c ilita te d . The m ain, and only po ten tia l, d isadvantage 
was th e  possible increase in noise level. Any problem  with secu rity  of the  
item s housed in the  room was to  be overcom e by th e  use of lockable cupboards. 
The use of these cupboards was not to  im pede the  organisation of displays in 
order to  obtain  maximum advertising  and publicity  if th is was desired .
In th e  light of th e  above, some f if ty  item s w ere co llec ted  from  various q u a rte rs  
of the  D epartm en t, which to g e th er with several o the r item s already provided by 
s ta f f  m em bers w ere housed in the  th ird  floor of th e  Senate building and which 
co n stitu ted  the  prelim inary  co llection  of th e  D.E.S. resource c e n tre . Table 9.1 
shows, in alphabetical o rder, the  varie ty  of resources held in th e  c e n tre .
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TABLE 9.1: R esources in C en tre
Audio tape
Book
Booklet
C atalogue
C hapter
C om puter so ftw are
Folder
Journal
Journal a r tic le
L eafle t
M.Sc. D issertation
M agazine
N ew slette r
Paper
Prospectus
Record
R eport
Specimen
The P re -R e tirem e n t Section 
of the  R esource C en tre
As the  P re -R e tirem e n t Section was a major com ponent of th e  R esource C en tre  
of the  D epartm en t of Educational Studies, it is now briefly  review ed. D iscussions 
betw een the  w rite r  and Mr. Bernard B uttle , associa te  le c tu re r in th e  D epartm en t 
and involved in p re -re tire m e n t education , led to th e  w riting up of a se t of 
proposals to  estab lish  a  p re -re tire m e n t education resource c e n tre . The need 
for such a resource c en tre  was iden tified  as follows.
About half a million people re tire  every  year in the  United Kingdom. Most of 
them  have to face  a fundam ental change in th e ir way of life. This m eans th a t 
they have to  m ake far-reach ing  ad justm ents in a ttitu d e  and need to  d iscover a 
new sense of purpose if re tirem e n t is to be a tim e of opportunity , sa tis fac tio n  
and self-fu lfilm en t.
In all th is, p re -re tire m e n t education has a decisive role to  play and in rece n t 
years its value has becom e widely recognised by G overnm ent D epartm en ts , 
professional organisations, em ployers, trad e  unions, In stitu tes  of Adult Education 
and U niversities. The U niversity of Surrey is recognised as being one of th e  
educational bodies in th e  fo re fro n t of this sphere of work.
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Over the  years a fund o f knowledge and useful m a te ria l has been built up by 
organisations and individuals having an in te re s t in p re -re tirem e n t education . In 
to ta l, the  m a te ria l availab le is ex tensive and m ust cover m ost aspects  of p re ­
re tire m e n t education . But it is not easily  availab le . It is s c a tte re d  about in 
various organisations and in various p laces.
The U niversity  sees an u rgen t need to  develop a fac ility  which would co llec t, 
co lla te , and m ake more easily  availab le , to  all in te res ted  p arties , all useful 
resource m a te ria l re la ted  to  p re -re tire m e n t education . This fac ility  could 
advantageously be provided through th e  developm ent of a special P re -R e tirem e n t 
R esource C en tre  in the  D epartm en t of Adult Education of the  U niversity  of 
Surrey, which could form an im portan t section  of th e  D ep artm en t’s resource 
fac ility , using expertise  w ithin the  D epartm en t, including specialised fac ilitie s  
availab le to  it through the  In s titu te  for Educational Technology, shortly  to  becom e 
within th e  aegis of th e  D epartm en t.
The five s tages in which to  develop th e  resource c e n tre  w ere also iden tified . 
The f irs t s tag e  would be AN INFORMATION SERVICE. For th is purpose, th e  
cen tre  would co llec t inform ation availab le from  G overnm ent D epartm en ts , o th e r 
educational in stitu tions and the  many agencies involved in th is field; and develop 
system s for easy re triev a l. The sources of re fe ren c e  would include, f irs t,  a 
record of human resources readily  available in th e  region both from  w ithin and 
from outside th e  U niversity  and, secondly, an index of re lev an t physical resource  
m ateria l availab le  (i) w ithin the  D epartm en t; (ii) through the  ex tensive U niversity  
Library and (iii) regionally and nationally . This would include re lev an t tex tbooks, 
G overnm ent publications, professional journals and a rtic le s  (or e x tra c ts  th e re fro m ), 
research  docum ents and audio visual and o ther teach ing  and learning aids. F u rth e r 
developm ents of th e  P re -R e tirem e n t R esource C en tre  would be based upon th e  
benefits  derived from  the  evaluation of the  f irs t s tag e  and would inco rpo ra te  
new functions into th e  C en tre 's  serv ice . These fu rth e r stages could ta k e  th e  
following form :
The second stag e  would be THE DEVELOPMENT OF NEW TEACHING AND 
LEARNING AIDS. These could tak e  the  form  of video tapes, tap e  slide 
p resen ta tions, film s and o ther audio visual resource  m a te ria l and teach ing  packs, 
prepared  in conjunction with any o ther spec ia lis t body or bodies.
The fourth  s tag e  would be A TRAINING SERVICE. The C en tre  could a c t as a 
resource base for th e  developm ent o f sem inars, courses and workshops concerned  
with th e  various aspects  of p re -re tire m e n t education , as well as conferences for 
th e  exchange of experience among th e  bodies involved in this a re a  of education .
The fifth  stage  would be A RESEARCH SERVICE. The C en tre  could a c t  as 
the  base for conducting surveys and research  into m a tte rs  re la te d  to  p re ­
re tire m e n t education .
The final s tag e  would be AN INTEGRATING SERVICE. As th e  C en tre  gains 
mom entum  it could a c t as an in teg ra ting  agent to  encourage fu rth e r  co -operation  
among in te res ted  organisations.
As already ind icated , th e  developm ent of the  C en tre  was to  be ca rried  ou t in 
s tag es . The in itia l s tag e  would be in the  na tu re  of a p ilo t schem e, the  ob jective 
being to  open the  C en tre  and subsequently to  identify  m ore closely the  financia l 
needs for the  developm ent of fu rth er stages m entioned above.
The costing for the  in itia l stage  in establishing the  R esource C en tre , over a 
period of six m onths, was worked out and is presen ted  in th e  tab le  9.2 below:
TABLE 9.2: Costings for the  in itia l stage of the
estab lishm en t of a resource cen tre  for P.R .E
Travel and subsistence
Postage (surveys and requests for inform ation)
Printing and photocopying (initial co llection  of artic les) 
Initial co llection  of books 
In itial co llection  of non-books resources 
C o n su ltan t’s advice + indexing and
cataloguing + evaluation ___
£ 200 
100
1,200
500
300
200
GRAND TOTAL £ 2,500
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In its  early  stages th e  p ro jec t was discussed with th e  D irecto r of th e  P re - 
R e tirem e n t A ssociation and th e  A ssociation 's support and cooperation  assured. 
This was m ade c lea r in th e  le t te r  to  seek th e ir financial support sen t to  a lim ited  
number of la rge com m ercial and industria l undertakings w ithin th e  South E ast 
Region which w ere a lready  com m itted  to  th e  provision of p re -re tire m e n t tra in ing  
for th e ir  s ta f f  nearing re tire m e n t age, and which m ight be expected  to  ap p rec ia te  
th e  value of having access to  a resource cen tre  concerned w ith p re -re tire m e n t 
education . The le t te r  le t te r  s ta te d  th a t:
"Knowing of your in te re s t in p re -re tirem e n t education , I am 
prom pted to  ask w hether your Company m ight be willing to  join in 
a sponsorship of th is D ep artm en t's  proposal to  s e t up a R esource 
C en tre  in P re -R e tirem e n t Education.
"The C en tre  would becom e an in teg ral p a rt of th e  D ep artm en t's  
w ider resource fac ility  so th a t users would also have access to  
m a te ria l re la ted  to o ther aspec ts  of adult education which touch 
upon p reparation  for re tirem e n t, such as tu to r  train ing , counselling 
techniques, philosophy, psychology, and educational technology in 
genera l.
"The proposal is outlined in the  enclosed paper, and we believe th e  
p ro jec t could be of much b en efit to  everyone involved in th is sphere.
We would develop the  R esource C en tre  in close co-operation  w ith 
o the r organisations in th is field and not le as t th e  P re -R e tirem e n t 
A ssociation".
The im plem entation  of the  f irs t stage  of the  developm ent of th e  P re -R e tire m e n t 
Education R esource C en tre  began w ith th e  co llection  of resources from  agencies 
involved in th is p a rticu la r field . A c ircu la r le t te r  was sen t to  47 o rgan isations, 
which explained th a t th e  D epartm ent was engaged in th e  sy stem atic  developm ent 
of a resource cen tre ; th a t its  purpose was to  fa c ilita te  teach ing  and learn ing , 
research , individual developm ent, and th e  exchange of in fo rm ation , through a 
m ore e ffe c tiv e  sharing of d epartm en ta l resources; th a t the  C en tre  would form  
an im portan t section  in the  overall schem e; and th a t it would be developed in 
collaboration  with the  P re -R e tirem en t A ssociation. The le t te r  then  sought th e ir
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help in supplem enting th e  inform ation a lready acquired through asking for th e ir  
free  l i te ra tu re , bu lletins, new sle tte rs , publications lis t, and o ther m a te ria l which 
they  fe lt  would be re lev an t.
Responses w ere very  encouraging and began coming in w ithin a few  days. O ver 
two hundred item s w ere incorporated  into the  prelim inary schem e of th e  
d ep artm en ta l resource  c e n tre . These included booklets, annual rep o rts , le a f le ts , 
pam phlets, n ew sle tte rs , publication lists, brochures, e tc .
C ollaboration w ith th e  P re -R e tirem en t Association developed fu rth e r  and a 
R esources and Inform ation O fficer appointed to  look a f te r  and continue developing 
the  P re -R e tirem e n t Section of th e  R esource C en tre .
The D evelopm ent of a C atalogue
The case for developing a catalogue was self ev iden t, it seem ed m ost usefu l to  
use the  capab ilities of the  recen tly  acquired word processor. A d a ta  base was 
designed by the  au thor containing tw en ty  fields to  record  various p ieces of 
inform ation  about each particu la r item . These range from  the  conventional 
ones such as au thor, t i t le ,  publisher, e tc . (and which makes it com patib le  w ith 
o ther au tom ated  system s, e.g . th e  U niversity L ibrary, E .R .I.C .) to  those m ore 
peculiar to  th e  d ep artm en ta l situa tion  such as location , a rea  of D e p a rtm e n t’s 
work, re s tric tio n s  on loan, e tc . Table 9.3 shows th e  20 fields.
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TABLE 9.3: D atabase fields
(1) FORMAT
(2) AUTHOR /  ORIGINATOR
(3) TITLE
(4) PLACE OF PUBLICATION
(5) PUBLISHER
(6) YEAR OF PUBLICATION
(7) EDITION
(8) NUMBER OF COPIES
(9) UDC CLASSIFICATION NUMBER
(10) SUBJECT /  DESCRIPTORS
(11) AREA OF WORK IN DEPARTMENT
(12) LOCATION
(13) RESTRICTIONS ON LOAN
(14) COMPUTER
(15) DOCUMENTS
(16) COMMENTS CONTACT
(17) NOTE ON CONTENTS
(18) (FIELD TO BE ALLOCATED)
(19) (FIELD TO BE ALLOCATED)
(20) (FIELD TO BE ALLOCATED)
The inform ation to  be included in each field was as follows: The FORMAT
indicates w hether the  p a rticu la r item  is a book, journal a r tic le , com puter so ftw are , 
e tc . The second field indicates the  AUTHOR (for books, e tc .)  or o rig inato r 
(for com puter so ftw are , audio visual). The TITLE of the  item  is th e  nex t fie ld , 
followed by th e  PLACE OF PUBLICATION (city  of publication in th e  case  of 
books, e tc .  or th e  Journal t i t le  in case of journal a rtic le s), th e  PUBLISHER (or 
Volume No, Issue No and Number of pages in case of journal a rtic le ), th e  YEAR 
OF PUBLICATION. The c u rren t EDITION. The NUMBER OF COPIES of th e  
item  in the  resource c e n tre . The CLASSIFICATION NUMBER for purposes of 
fac ilita tin g  searches. The SUBJECT or DESCRIPTORS of the  item , again to  
fa c il i ta te  searches. The AREA OF WORK IN DEPARTMENT to  ind ica te  w hether
, 212
th e  item  is m ostly used for, say, fu rth er education , p re -re tire m e n t education , 
young adu lts , e tc . The LOCATION of th e  item  ind icates w hether th e  resource 
is in th e  resource cen tre  or in one of th e  s ta f f ’s o ffices. RESTRICTIONS ON 
LOAN ind ica tes  w hether th e  item  is for re fe ren ce  only, for s ta f f  consu lta tion  
or has open access. For the  p a rticu la r case of com puter so ftw are th e  following 
fields w ere included: COMPUTER to  ind icate  th e  type of com puter in which
the  program m e was availab le, DOCUMENTS to  ind icate  th e  so rt of docum entation  
th a t accom panies th e  program m e, COMMENTS to  ind icate , for exam ple, th e  
language in which th e  program m e is available and CONTACT to  ind ica te  th e  
academ ic to  be co n tac ted  for fu rth e r de ta ils . Finally the  field  NOTE ON 
CONTENTS was designede to  carry  a b rief note explaining th e  co n ten ts  of th e  
item ; th is was designed especially  to  fa c ilita te  the  searcher decide on th e  
su itab ility  of th e  item s. Fields 18 to  20 w ere le f t  open and to  be revised a f te r  
a period of piloting th e  database .
To fa c ili ta te  th e  incorporation of all th is inform ation into th e  d a tabase  of th e  
word processor, a form  to  be filled  by the  academ ic con tributing  w ith  p a rticu la r 
resources was produced by the  au thor. This is included in th e  appendices 
(appendix G).
The au thor also produced, using the  sorting , se lec ting  and m erging cap ab ilitie s  
of the  word processor, an anno ta ted  prelim inary  cata logue , ordered a lphabetica lly  
by au thor, and containing a selection  of th e  fields of the  da tabase . Table 9.4 
provides two exam ples of en tries  in th e  catalogue prin tou t while appendix G 
provides a  larger se lec tion  of item s from  th e  cata logue .
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TABLE 9.4: Exam ple of en tries  in th e  cata logue
AUTHOR/ORIGIN ATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER/PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Kemp F and B u ttle  B 
1981
LOOKING AHEAD: a  guide to  re tire m e n t
Plym outh
M acdonald and Evans
This book is a  genera l guide for p reparation  for 
re tire m e n t for blue co lla r shop and o ffice  w orkers. 
1 SE 20 (R esource C en tre)
Open access
PRE
Book
AUTHOR/ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER/PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Cox M 3 and Lopez M 3
Undated
QSHM
G uildford
U niversity of Surrey. Unpublished 
S im ulation of th e  m ovem ent of a dam ped harm onic 
osc illa to r. The user can study the  dam aged sim ple 
harm onic m otion in te rm s of the  Q uality  value. 
13 A A 20 (C.A.L. L aboratory)
Open access 
CAL
C om puter so ftw are
COMPUTER: BASIC/GRAPHICS/NOVA AND
PRIME
DOCUMENTS: S tudent guide, te a c h e r’s no tes and 
sam ple output
CONTACT: Dr T H inton, DES
The m ajor advan tage of cataloguing through th e  d a ta  base of th e  Word P rocesso r 
is th a t th e  search  for item s is fac ilita te d  to  a very large e x ten t. Searches can 
be done by any field  or substring in th e  fields. For exam ple, th e re  can  be 
searches by any word, e .g . a search  by 'r e t i r e 1 will produce a se lec tion  of item s 
in which re tire m e n t, early  re tire m e n t, p re -re tire m e n t, e tc .  a re  included, or p a rt 
of a word, e .g . ’e le c t ' and in th is la st case the  m achine will pick up words such 
as e le c tro , e lec tro n , e le c tr ic ity , e le c tr ic a l, e lec tio n , e le c to ra l, e tc ..  The 
cata logue also includes those publications th a t th e  D epartm en t rece ives regu larly  
and the  sub jec t lis t of the  holdings of the  I.E.D. U ntil th e  ca ta logue  is fully
developed, which in turn  will determ ine a borrowing system , it is proposed th a t 
item s from  th e  c e n tre  may be borrow ed by previous reg is tra tio n  in a ’borrow ers 
book1. This reg is te rs  the  nam e of the  borrow er, the  da te  of borrow ing, author 
and t i t le  of th e  item  borrow ed, and provides a  space for en tering  th e  d a te  of 
re tu rn .
CONCLUSIONS AND RECOMMENDATIONS
The estab lishm en t of a resource c e n tre  in the  D.E.S. has been a  means of 
augm enting som e aspects of th e  p resen t teaching  and learning ac tiv itie s , and of 
fac ilita tin g  aspects  of research  and adm in istra tion . It would also provide the 
m eans of c rea tin g  opportunities for fu rth e r  grow th and developm ent of individuals 
and of th e  D epartm ent as a whole as well as fac ilita tin g  the  exchange of 
experiences am ongst the  new d ep a rtm e n t’s s ta f f .
Secondly, the  c e n tre  will seek co-operation  and exchange with U niversity  units 
and the  production of new resources will be developed in co llaboration  with them .
Thirdly, the  estab lishm ent of th e  resource c en tre  has been an operation  
undertaken  in various s tages. This rep o rt has accounted  for th e  th re e  in itia l 
ones. F u tu re  stages of developm ent will necessarily  depend upon developm ents 
w ithin the  D.E.S. regarding the  in teg ra tion  of th e  various divisions and access 
to  additional space to  lo ca te  a  m ore defin itive housing for the resource c e n tre .
There w ere a t  le a s t th ree  fac to rs  which fa c ilita te d  to  a large e x te n t th e  w rite r 's  
role in helping to  establish  the  ce n tre ; these  fac to rs  w ere also positive e lem en ts 
for the  developm ent of the  c e n tre . The d ep artm en ta l philosophy of maxim ising 
th e  individuality and autonom y of people in an unstru c tu re  s itua tion  through 
discussion and evolution and by allowing individuals to  a c t as they consider 
appropria te ; the  fa c t th a t the resource c en tre  belongs to an educational 
d ep artm en t; and th e  ex istence  of In te re s t Groups.
R ecom m endations a t th is stage  are  necessarily  concerned with th e  procedure to  
be followed for the full es tab lishm en t of th e  D.E.S. resource c e n tre . It has to  
be pointed out, in the  f irs t in stance, th a t,  according to  the  experience accum ula ted
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over th e  la s t year or so, th e  said full developm ent of the  resource c e n tre  needs 
a full tim e  o ff ice r . Secondly, th a t because of th e  la rge am ount of uncatalogued 
resources kep t in th e  D epartm en t, it appears desirab le to  ge t som eone to  do 
this catalogu ing . It is understood th a t some steps have been taken  in o rder to  
obtain co llaboration  from the  Manpower Services Com m ission. The cataloguing  
could be done under the  supervision of th e  full tim e  o ff ice r . Thirdly th a t ,  on 
th e  basis of the  successful app lication  for outside financing for the  P .R .E . section  
of the  resource  c e n tre , ways need to  be found to  g e t th e  c en tre  developed to  
the stage  of a  p ilo t schem e which would m ake it possible to  a t t r a c t  ou tside 
support for a m ore general resource  c en tre , which could be of use to  the  
U niversity , th e  local and national com m unities.
Finally and w ith a view to  achieving a m ore sm ooth developm ent of th e  D.E.S. 
resource c e n tre , some prio rity  needs to  be given to  the  provision o f additional 
space in which to  house th e  ce n tre .
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PART IV: RESEARCH CONCLUSIONS
CHAPTER 10: A SYNTHESIS OF PROGRAMME
EVALUATION
CHAPTER 11: A CONCEPT OF DEPARTMENTAL
RESOURCE CENTRE
P a rt IV rep o rts  on the  research  conclusions: ch ap te r 10 p resen ts a  synthesis of 
the  concep t o f program m e evaluation in te rm s of its  them e, purpose, functions, 
s tru c tu re  and m ethodology. C hapter 11 p resen ts th e  co ncep tua lisa tion  of 
dep artm en ta l resource cen tre  in te rm s of defining the  te rm  'c e n tr e 1, p resen ting  
the  general tendencies and particu la r fea tu res  found. The ch ap te r also includes 
general recom m endations for the  im provem ent of existing serv ices and for th e  
es tab lishm en t of new cen tres .
C H A P T E R  10 
A SYNTHESIS OF PROGRAMME EVALUATION
INTRODUCTION
The h istory  of educational evaluation falls in to  th ree  d is tinc tive  periods: Beginning 
in the  1940s with the  works of R. Tyler and developing in the  works of Bloom 
and his asso c ia tes , the  in itia l period is usually known as the  behavioural approach 
to  evaluation . The second period is ch arac te rised  by a  move aw ay from  th a t 
m odel, while th e  th ird  period is ch arac te rised  by a new appraisal of th e  concep ts  
and m ethods which was, by and la rge , inspired by an ti behaviourism  and holism . 
Although these  th ree  d iffe re n t approaches developed a t  d iffe re n t tim es, they  ail 
coexist in today 's  educational p rac tices  and the  behavioural model s till seem s to  
be the  predom inant one.
The review  of the  lite ra tu re  p resented  in ch ap te r 3 showed th a t educa tiona l 
theory  and p rac tices  contain  a  number of co n trad ic tions, which a re  review ed 
briefly  below.
THREE CONTRADICTIONS
The f irs t con trad ic tion  concerns th e  polarisation betw een the  trad itio n a l and the  
innovative approach. The form er favours a de ta iled  defin ition  of behavioural 
educational ob jectives in order to determ ine , or ev a lu a te , the e x te n t of th e ir  
ach ievem en t. The la tte r  is m ore broadly based and looks not only for th e  
expected  outcom es bu t also, and as im portan tly , for unexpected ou tcom es.
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There have been various a tte m p ts  to  m inim ise or ignore th is con trad ic tio n  by 
au thors who have argued th a t the  innovative approach is 'c o r re c t ' bu t th a t 
dem ands for rigour and em pirica l ju stifica tion  oblige the  deploym ent of the  
behavioural model (see e .g . Sheldrake and Berry 1975:3). On th e  o th e r hand it 
is argued th a t th e  behavioural model can only be su itab le  for assessing skill 
re la ted  ob jectives (see e .g . Davies 1978:7). The polarisation  betw een trad itio n a l 
and innovative approaches rem ains here, although some com m on ground is 
estab lished .
The second con trad ic tion , som ew hat re la ted  to  the  above, arises from  th e  many 
a tte m p ts  to  classify  th e  d iffe re n t concepts of evaluation . These, ra th e r  than  
making the  concep t c le a re r , have introduced m ore e lem en ts  of d ivergence and 
confusion w ithout resolving the  polarisation  betw een trad itio n a l and innovative 
approaches.
The third con trad ic tion  is found w ithin the innovative approach and concerns its  
descrip tion as m ethodologically e c le c tic . This has allow ed, for exam ple, K napper 
(1980:159) to  in te rp re te  illum inative evaluation in a ra th e r  b iz za rre  way, as 
follows:
"Illum inative evaluation is a type of program m e evaluation  w here 
th e  use of form al, o b jec tive , 'sc ien tif ic ' designs is d ifficu lt for 
various p rac tica l reasons (lack of tim e, resources and so on). 
Illum inative evaluation is re la tive ly  subjective and flex ib le , and uses 
w hatever techniques and sources of inform ation  a re  read ily  
available".
In addition it could be argued th a t describing the  approach as e c le c tic , allows 
room to  dispute the  claim  th a t th e  innovative approach is indeed a  new re ­
appraisal of th e  concep t of evaluation  since, as and when needed, it can  borrow  
from  th e  trad itio n a l approach. This would seem  to  imply accep tan ce  of th e  
trad itio n a l approach.
In the  ligh t of th e  above it appeared  desirable to  th e  w rite r to  in troduce some 
so rt of re-o rdering  of the  concept in order to  gain a personal and m ore sensitive
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understanding which would re f le c t the  rea lities  of th e  th e o re tic a l and p rac tica l 
worlds of evaluation .
THE SYNTHESIS
What D earden and Laurillard (1977:3) w rote in a foo tno te  needs to  be fu rth e r 
developed. They w rote: "In our view , the illum inative approach does not -•'noire 
to overthrow  trad itio n a l evaluation . On the  co n tra ry , it has d iffe re n t 
m ethodology, p recep ts  and intended b enefits . It seem s to  us to  supplem ent the  
trad itio n a l approach and to  o ffer a new dim ension to  curriculum  evaluation" 
H ere the  po larity  betw een trad itional and innovative approaches is ev iden t as is 
th e  accep tan ce  of trad itio n a l evaluation . What is now proposed is no t som ething 
paralle l to  th e  trad itio n a l approach, but som ething th a t incorpora tes th e  positive 
fac to rs  and dispenses w ith those which are  negative, som ething th a t absorbs, 
ra th e r than  borrow s, concepts and m ethods.
The s ta rtin g  point of th e  synthesis is the  th e o re tic a l fram ew ork provided by 
P a r le t t  and H am ilton (1972), Jam ieson e t al (1977) and P a r le t t  (1981). One of 
the  m ajor s treng th s  of this approach is the  fa c t  th a t it was the  f ir s t  to  in troduce 
the rea l im portance of the  ’learning m ilieu’ in which any educational program m e 
is applied. As a resu lt it was recognised th a t th e re  are  no two equal program m es 
and th e re fo re  they cannot be evaluated  with the  sam e m ethodological tools; 
consideration  m ust be given to  the  singularities and p ecu lia rities  of each  
program m e.
The Them e of Evaluation
If the  concep t of open system s, which is generally  defined as a  se t of e lem en ts  
or com ponents which are in in te rac tio n  and which in te ra c t w ith o th e r se ts  of 
e lem en ts, is applied to  the educational world, the  them e of evaluation  appears 
as the  study of educational p rac tice  a t  all levels. Each of these  levels can be 
iden tified  as a system  so th a t from  th e  la rg est to  the  sm allest educa tiona l 
p rac tice , e.g . from  an en tire  national educational system  through an in s ti tu tio n ’s 
p rac tices  to  a particu la r aspect of a lesson, all levels can be covered . The
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main advan tage of introducing the  concep t of open system s is th a t  i t  c lea rly  
shows th a t any system  under study is influenced by the in te rac tio n s  of its 
com ponents as well as by the  in te rac tions with o ther system s.
The Purpose of Evaluation
The purpose of evaluation  needs to  be exam ined in the  co n tex t of aiding the  
process of educational developm ent by providing th e  necessary  inform ation  fo r 
policy and decision making, as argued by Scriven, (1970:29-30). The evaluation  
study has to  d iscover, in each particu la r application , the  c r ite r ia  for e lucidating  
w hat is and w hat is not im portan t w ithin the specific  system  evalua ted . It has 
to identify  th e  existing relationships betw een th e  various com ponents of th e  
system  and with o ther system s. It has to  find w hat distinguishes one system  
from ano ther and w hat is essen tia l to  each . It has to  discover firs tly  w hat 
could be called  the  general laws of th e  system , th a t is, the  broad tendencies of 
events and processes; secondly, the  specific  laws or in te rac tin g  fo rces am ongst 
its com ponents, which co n stitu te  the  p articu la r c ircum stances of th e  study or 
w hat is known as the  learning m ilieu.
The Functions of Evaluation
Program m e evaluation  has four m ajor functions not in opposition to , but 
supplem enting each o ther which to g e th er provide a  m ore com plete  p ic tu re  of 
w hat evaluation  is about. The functions a re : th e o re tic a l, ideological, c r it ic a l
and instrum en ta l.
A f irs t c h a ra c te r is tic  of the  THEORETICAL FUNCTION is th a t evaluation  never 
s ta r ts  in a vacuum  but s ta r ts  from  a base of know ledge previously fo rm u la ted  
which, in one way or ano ther, has been assim ilated  by evalua to rs . It is in th is 
co n tex t th a t evaluation con tribu tes to  theorisa tion  about educational system s 
under study and vice versa. Evaluators need to  be aw are of th is in o rder to  
assess the  influence of theory  and personal views in to  the  evaluation  resu lts .
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The main e lem en t of the  th e o re tic a l function is explanation , which consists of 
establishing the  rela tionship  betw een the various new fac to rs  and observations 
and the  existing th e o re tic a l knowledge. The m ost com plete  form  of explanation 
will be th a t  which provides causal relationships betw een the  processes and events 
under study. Evaluators can reso rt to  four form s of explanation , as follows.
The f irs t is th a t the  newly studied processes are  explained w ithin the  existing 
and predom inant fram ew ork of concep ts. For exam ple when a  study aim s a t  
assessing behaviour only, th e re  is no a lte rn a tiv e  to  explaining it  w ithin the 
previously fo rm ulated  predom inant th e o re tic a l fram ew ork, behaviourism .
Secondly, the  explanation of processes may dem and th e  form ulation or in troduction  
of new concep ts , which have to  be incorporated  into the  range of te rm s and 
concep ts previously fo rm ulated . This is the  case in evaluation studies which 
a tte m p t to  com prom ise the two th eo re tic a l fram ew orks.
Thirdly, w hat happens in the  system  under study can be explained through the 
crea tio n  of a  ’grounded th eo ry 1 which does not necessarily  co n tra d ic t th e  
predom inant fram ew ork. This happens, for exam ple, in evaluations of the 
transac tiona l type as well as those based on social ac tion  research .
Fourth ly , th e  process of explaining events and processes dem ands a  com plete  
revision of th e  in itia l concepts of th e  predom inant fram ew ork, which im plies a 
tru ly  open mind on the  p a rt of the  evaluato rs in order to  be responsive to  all 
posibilities. This is what studies of the  illum inative type tend to  do since to  
explain in illum inative te rm s im plies new suppositions, concep ts and m ethodology.
What appears cen tra l to the th eo re tic a l function is d e sc rip tio n -in te rp re ta tio n  
because descrip tion  does not consist of a  sim ple listing of th e  in form ation  
ga thered , bu t also o f an ordering, organisation and synthesis which involves sim ple 
c lassifica tions and system atisa tions. D escription is an in te rp re ta tio n  of rea lity  
and cannot rem ain e ith e r a t the  level of a  sim ple explanation or a t  th e  level 
of philosophical ca tego ries  only. For th e  purposes of describing, the  philosophical 
m ethod on its  own is unsa tisfac to ry , since it  has a  tendency to  d ilu te  spec ific  
processes into general reasonings w hereas descrip tion has to  com prehend w hat is 
specific  to  the  system  under study. To achieve this specific  exp lanation ,
223
description has to  o p e ra te  on a t  le a st four levels, the  general, s tru c tu ra l, the  
system ic theo ries  and p rac tica l. D escription is needed a t  th e  m ore general 
level to  perce ive  th e  general tendencies in th e  system ; it is based upon s tru c tu ra l 
theory  in o rder to  analyse th e  in te rac tio n s  and functioning of th e  various system s 
and subsystem s under study; it is based upon system ic theory  in order to  uncover 
the specific  reg u la rities  of the  e lem en ts, events and processes of th e  sy stem 's  
life; and it  is based upon and se lec ts  from  among th e  experiences accum ula ted  
during the  study in o rder to  aid in the  system atisa tion  of th e  processes and ev en ts.
The essence of th e  IDEOLOGICAL FUNCTION is how evaluation is understood. 
A cen tra l issue is how the  m ethodological m a tte rs  a re  dea lt w ith , w hether the  
evaluators a re  to  answ er th e ir in itia l queries from  th e ir desks or w hether th e re  
will be an open mind regarding the  process of evaluation . It is th is in itia l 
a ttitu d e  which will decide upon w hether th e  evaluation is to  be b u reau c ra tic , 
au to c ra tic  or d em ocra tic , in te rm s of M acDonald's (1974:14) c lass ifica tio n , (see 
chap ter 3). It follows th a t the  evaluation  process is not neu tra l bu t com m itted  
to the  im provem ent, fu rth e r developm ent and grow th of educational system s, it 
is com m itted  to  n eg o tia te  dem ocratic  evaluations (in M acDonald's sense).
The CRITICAL FUNCTION also stem s from  M acDonald's c lass ifica tio n . An 
inform ed c itiz e n try  can only be obtained if evaluators c r itic ise  co n struc tive ly  
the  existing th e o re tic a l thinking of the  system  under study. It is also a function  
of evaluation to  c la rify  th e  values held, and the  w eighting exp lic itly  and ta c itly  
given to them , by th e  people involved in the  system . The INSTRUMENTAL 
FUNCTION is given by th e  applied ch a ra c te r  of evaluation . This function  
allows the  study of subsystem s which in turn  perm its the  fo rm ulation  of 
concep tualisations about th e  system . Knowledge about the  whole system  is 
gained through knowing its  com ponents and v ice versa. It provides insight th a t  
can encourage discussion and con tribu te  to  decision making.
The In ternal S tru c tu re  of Evaluation
The fourth  com ponent of evaluation is its  in te rna l s tru c tu re , the  genera l p rocedure 
or phases of the  evaluation  study. There a re  four major stages which c h a ra c te r ise  
an evaluation study and in te rre la te  and overlap . These stages do not c o n s titu te  
an evaluation blue p rin t, ra th e r they rep resen t th e  broad tendency found by th e
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w riter in th e  evaluation procedure. The four phases a re  p reparation , execu tion , 
analysis and com m unication.
In the  PREPARATION PHASE, discussions a re  held regarding the  educational 
system  to  be evaluated  and th e  te rm s of re fe ren ce  for th e  evaluation are  c la rified . 
This phase involves negotiating  en try  into the system  and ac tiv itie s  leading to 
the  se ttin g  up of the  study, including fam iliarisa tion  with the system .
The EXECUTION PHASE involves a  lite ra tu re  search  of topics re la ted  to  the  
system  under study and th e  observation of events and p a rtic ip a n ts ’ a c tiv itie s  
which allows evaluato rs to  begin distinguishing betw een w hat is sign ifican t and 
w hat is secondary . As th e  d a ta  and inform ation accum ula te , evaluato rs  are  in 
a  position to  study in m ore depth those fea tu res  which appear to  be re la tiv e ly  
more im portan t and to  conduct fu rth e r enquiries, observation , experim en ts, e tc . 
As the  study unfolds and evaluato rs  co n cen tra te  th e ir enquiries, the  process of 
analysis has begun.
The th ird  phase of ANALYSIS AND SYNTHESIS begins as a  minor com ponent in 
the  early  stages of the study and grows constan tly  as d a ta  and in form ation  grow 
in th e  ev a lu a to rs’ files. Their exam ination aim s to  discover any genera l 
tendencies, including p a tte rn s  of cause and e f fe c t  and to  a r tic u la te  an 
in te rp re ta tio n  and descrip tion of th e  processes involved. The th e o re tic a l function  
of evaluation plays a  m ajor role here . Analysis also involves the  in te rp re ta tio n  
of any s ta t is tic a l  d a ta  and com parisons are  perform ed to  handle th e  q u a lita tiv e  
d a ta  in order to  obtain  descrip tive  typologies. A h isto rica l analysis of th e  
system 's  p as t, p resen t and desired fu tu re  con tribu tes to  th e  placing of judgm ents 
into con tex t.
The phase of analysis flows natu ra lly  into th a t of COMMUNICATING th e  
evaluation resu lts  to the various in te res ted  audiences, in th e  f irs t in stance  th e  
partic ipan ts  in th e  schem e under study. Evaluation com m unication will genera lly  
not stop a t th is  level, since th e re  are  o ther audiences in te res ted ; for exam ple, 
p rac titio n ers  in general and those in sim ilar se ttin g s  in p a rticu la r, fellow  
evaluators or research e rs , agencies, and la st but not le ast the  public a t  la rge . 
Ideally, adap ted  versions of the  rep o rt should be m ade availab le to  th e  d iffe re n t 
audiences because d iffe re n t groups have d iffe re n t specia lisations and ex p ec ta tio n s ,
they tend to  develop th e ir own specialised  vocabulary and will only see th e  
re p o r t’s re levance to  them  when it com m unicates about m a tte rs  of p a rticu la r 
concern and in te re s t and if the  language used is fam iliar. C om m unication is not 
in principle re s tr ic te d  to  verbal m eans, but also im plies a  choice of m edia for 
the  specific  audiences.
The M ethodology of Evaluation
The fif th  com ponent of evaluation concerns the  m ethods and in strum en ts  for 
gathering  in form ation . As th e re  are  no two educational system s which are  
quite the  sam e th e  m a tte r  of in strum en ts is in trinsically  re la ted  to  th e  specific  
s itua tion . It will be the  educational system  under study and th e  p a rticu la r 
c ircum stances in which it takes p lace which will d ic ta te  the  evaluation  instrum en ts 
to  be developed. The evaluato r has to  do a lo t of field work, observation  and 
listening so as to  know w hat m ethods are  best for the  specific  s itu a tio n . In 
th is c ircu m stan ces, the  desk-type-prepared  instrum ents do not have pride of p lace 
since they will dep ict the  ev a lu a to r 's  own thinking, prejudices and h is to rica l bias. 
It would be foolish however to  d isregard  th e  enorm ous varie ty  of m ethods which 
a re  availab le a t th e  p resen t stage of developm ent of th e  social sc iences. Those 
m ethods which appear to  be m ost su itab le  for evaluation studies can be ca tego rised  
into th ree  main sorts: observation, m eans of gathering  views and docum entary
analysis. Each of these  ta k e  several form s and each  has its  own advan tages 
and disadvantages; th e ir best use com es from  a  com bination of all to  provide 
cross checked inform ation , sustain inform ation  gathered  by o ther m ethods. These 
th ree  so rts  a re  briefly  reviewed below.
OBSERVATION is the  d irec t percep tion  of even ts and is a prim e source of 
knowledge. P ercep tions are  reflec tions  of even ts and ob jects , in th e  consciousness 
of an individual through the  e ffe c ts  of the  outside world on th e  senses (visual, 
ta c tile  or auditory). Visual percep tions are  th e  m ost im portan t, being th e  
resulting  d a ta  a f te r  the  mind of th e  observer has a lready in te ra c te d  through 
vision of the  environm ent. The d a ta  received is coloured, f ilte red  and then  
recorded  as verbal, visual, sym bolic, e tc . rep resen ta tions of w hat was observed. 
P ercep tions are  im portan t in the  process of cognition, since they provide prim ary  
m ateria l for th e  form ulation of concep ts, connections, re la tions. As a  re su lt 
o f percep tions, ideas and concepts are  c rea ted  in th e  mind and express th e  
assim ilation  of ob jects by ’m an1. — -----— ~
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O bservation as a  m ethod of evaluation is not a disordered succession o f casual 
im pressions, bu t a process w ith a p re-determ ined  aim , th a t of gathering  
inform ation  to  help in deciding upon issues or as a m ethod to  check in form ation  
obtained by o the r m eans. It is planned and has tim e lim its. O bservations a re  
recorded in the  form  of note taking during or a f te r  th e  observation  and th e  
notes a re  coded according to  various p aram eters ; according to  type of 
in form ation , e .g . d irec t observation of even ts, m ethodological observation  
(eva lua to r’s se lf instructions) and th e o re tic a l observations (evaluator begins to  
make sense), (Schatzm an and S trauss 1973).
The main advan tages of using extensive observation a re , f irs tly , th a t th e  ev a lu a to r 
can perce ive even ts in a  d irec t form , not only those to  do with teaching  and 
learning, but also planning and evaluating , via m eetings of s ta f f  as well as 
’classroom 1 ac tiv ity . Secondly, observation ac ts  as a stim ulus to  thoughts which 
could not occur o therw ise or from  th e  m ere analysis of secondary sources. There 
are  how ever, some disadvantages and d ifficu lties  w ith this m ethod. D irec t 
observation and its  analysis a re  tim e consum ing. There is m oreover a risk of 
influencing th e  even ts being observed, in th a t partic ip an ts  may tend to  a c t 
'norm ally ' or 'usually ' or in response to  the  ev a lu a to r 's  perceptions and purposes 
ra th e r than spontaneously. F inally, th e re  is the risk of the  evaluato rs observing 
only w hat they w ant to  see.
The MEANS OF GATHERING VIEWS can tak e  several form s according to  th e  
type of inform ation  sought or to  the  means of its  gathering . For exam ple, if 
the audience is la rge or q u an tita tiv e  inform ation is w anted, then the  questionnaire  
is called  fo r. If the  audience is sm aller or if m ore qua lita tiv e  in fo rm ation  is 
w anted, then  the  in terview  is the  appropria te  technique. There a re , of course , 
o ther in te rm ed ia te  form s, such as the  s tru c tu red  in terv iew , during which th e  
evaluators fill in a  form containing a fixed se t of questions. In terv iew s may 
also appear to  be casual conversations.
The INTERVIEW as a  means of gathering  views involves th e  personality  of the  
in terv iew er, skills, a ttitu d es  and sensitiv ity  to  in terv iew ees and in te r-p erso n a l 
p rocesses. It is im portan t to know the psychology of the  in te rv iew ees, to  
understand them , to  be d e lica te  and to le ran t tow ards them , th e ir  problem s and 
w eaknesses. In all th is, the role of the in terv iew er is to in tervene  to  help 
in terv iew ees to  express them selves, to  free  them  from  fears and tensions th a t
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could influence th e ir  answ ers, to  support th e ir  thoughts and feelings, to  analyse 
con jec tu res and to  go back to  fo rgo tten  or abandoned issues. H owever and 
according to  the  c ircum stances, in terv iew ers can also be confron ting , 
au th o rita tiv e .
The in terv iew  includes a  plan of questions carefu lly  se lec ted . If th e  questions 
are  th e  sam e for all the  in terv iew ees and in the  sam e order then th e  in terv iew  
is called  s tru c tu red  or s tandard ised , bu t if questions can be m odified, dropped 
or new ones included according to  how the  in terv iew  develops, the  in terv iew  is 
called  open ended.
The main advantages of th e  in terv iew  are  th a t it  allows a deeper understanding 
of th e  processes under study. During th e  in terv iew  it is possible to  d e te c t th e  
level of s incerity  of th e  individual responses which makes th e  inform ation  ga th ered  
more spontaneous, live and natu ra l and rep resen ts a good p o rtraya l of rea lity ; 
th e  in terv iew  not only builds up a detailed  p ic tu re  of the  processes involved, 
but also includes a g re a te r  varie ty  of events and considerations regarding 
particu la r m a tte rs .
There are  also some disadvantages. Interview s dem and care fu l p repara tio n  on 
the  p a rt of the in terv iew er, they also take  tim e and th e ir recording needs 
expertise . From  a techn ica l point of view, in terview s are  easy to  conduct in 
pairs, one converses and the  o ther takes notes, but it is m ore usual for th e  sam e 
person to  perform  both ro les. To do th is it is advisable to  go through th e  
notes soon a f te r  th e  in terv iew  in order to  expand the  notes and keep all d e ta ils . 
A nother way is to  ta p e-reco rd  for which th e  perm ission of th e  in te rv iew ee is 
essen tia l. H owever, the  tim e for transcrib ing  tapes is large com pared w ith th e  
in terview  tim e.
An educational evaluation  needs to  put its  em phasis on th e  above tw o techn iques, 
observation and in terv iew , since they  allow the  building of a m ore co m ple te  and 
sensitive p ic tu re  of even ts and opinions.
The QUESTIONNAIRE is particu la rly  re levan t if th e  audience is la rge  and /o r 
th e re  is a need to  sustain  and quantify  inform ation obtained from  o th e r sources, 
such as observation and in terv iew s. It is also re levan t when th e  audience, 
although re la tiv e ly  sm all, is geographically  sc a tte red  and d ifficu lt to  approach .
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The aim s of questions se t out in questionnaires usually determ ine th e ir type; 
th a t is w hether they a re  seeking inform ation  about respondents' personal functions 
or the ir m otivations, th e ir views and assessm ent of given even ts, ach ievem en t 
of aim s, e tc .  When enquiring about fa c ts , questions are  usually of th e  fixed 
type in which the respondent is asked to  in sert ticks and num bers, yes or no, 
and short sen tences. When inform ation  about functions or sim ilar m a tte rs  is 
w anted, questions tend to be m ore open ended and respondents m ore a t  liberty  
to  word answ ers in th e ir own sty le . When the  assessm ent, valuing or sustaining 
of s ta tem en ts  is looked fo r, th e  check list type of question is ca lled  fo r. When 
the  ach ievem en t of objectives is w anted, th e  scored te s ts  a re  usually em ployed 
but this la s t type of questionnaire can produce misleading inform ation  if used 
in isolation.
Evaluation studies ought to  avoid the  use of questionnaires no t only because 
in terv iew s and observations are  b e tte r  m ethods, but also because th e re  a re  serious 
risks in th e ir use. There is a tem p ta tio n  to  m ake them  too long in try ing  to  
satisfy  the  ev a lu a to rs ' queries. Q uestionnaires lend them selves to  th e  inclusion 
of 'in sinuated ' answ ers when, for exam ple, only those aspects of in te re s t to  the  
evaluato rs may be included in check lists w ithout space for spontaneous com m ents 
from th e  respondents. There may be a tendency to  use sophisticated  vocabulary , 
or jargon, which cannot be easily  in te rp re ted  by the  audience. As well as risks 
in the  p repara tion  of questionnaires, th e re  are  also and m ore im portan tly , various 
d isadvantages in th e ir use. These have been very well a r ticu la ted  by P a r le t t  
and H am ilton (1972:20):
"There are  of course several valid objections to  questionnaires, 
p a rticu la rly  if they are  used in isolation. Unless m ost care fu lly  
p repared , questionnaires can lead to  m indless accum ulation  of 
u n in te rp re tab le  d a ta . Expensive in tim e  and resources, such care fu l 
p repara tion  m ust be weighed against th e  benefits  likely to acc ru e .
A second draw back is th a t many rec ip ien ts  regard  questionnaires as 
im personal and in trusive. O thers keen to  express th e ir com plica ted  
view s, find the  questionnaire a fru s tra tin g , indeed triv ia lising  
m edium . From these d issatisfied  groups, some do not rep ly , yet 
th ese  non respondents may be the m ost im portan t in ce rta in  respects"
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The th ird  group of m ethods available to  an evaluator is th e  ANALYSIS OF 
DOCUMENTS. There are  several types of docum ents, the  li te ra tu re , evaluators 
data  files and both o ffic ia l and personal docum ents concerning th e  system  under 
study. The ac tiv itie s  of any educational system  and especially  those in the  
early  days of developm ent are  well docum ented in the  form  of proposals, m inutes 
and repo rts  which shed ligh t on argum ents, policies, ag reem en ts, e tc . Their 
study can provide valuable inform ation  such as h isto rical perspectives and o ther 
a reas w orth pursueing in observation and/or in terv iew s. In general these  a re  
docum ents which are  much m ore re la ted  to  the  system  ra th e r than th e  
p artic ip an ts , as personal docum ents tend to  be.
A ccess to  personal docum ents such as correspondence, personal no tes, d ra fts  of 
papers, e tc .,  is invaluable since they provide a so rt of eye w itness evidence on 
the  past of th e  system  under study. The evaluato rs should how ever be aw are 
of the risk of incorporating into the  d a ta  files any te rg iversa tion  of even ts 
coming from th e  prism of observation of th e  author of the  docum ents.
One of the  m ost widely accep ted  m ethods of analysing docum ents is 'co n te n t 
analysis ' which consists in identifying key concep ts, any stereo typ ing  of even ts 
or jargon developed. This analysis helps in th e  iden tifica tion  of w hat is re levan t 
for th e  purpose of th e  study. The evaluato rs should have a very open mind 
when studying these  docum ents since they may throw  light on to  issues which 
may not com e to  the  su rface  o therw ise.
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CONCLUSIONS
The inconsistencies w ithin the  th e o re tic a l fram ew ork of evaluation have been 
the  driving fo rce for th e  a rticu la tio n  of a synthesis; this does not a tte m p t to  
be to ta lly  com prehensive or solve all the con trad ic tions; ra th e r, th e  in ten tion  is 
to  sketch  in broad ou tline, th e  them e, purposes, functions, s tru c tu re  and 
methodology of evaluation .
Evaluation has two m ajor c h a ra c te ris tic s : one is th a t the  explanation of rea lity  
can be fo rm ulated  a t four levels, w ith th e  illum inative perm itting  a m ore 
com prehensive descrip tion , while the o the r c h a ra c te r is tic  is th a t th e re  is an 
ideological function associated  with evaluation which is its com m itm en t to  
developm ent, to  the  advance of educational p rac tices .
The synthesis broadens the  concept of evaluation and takes it  a s tep  fu rth e r in 
its developm ent. It re f le c ts  a wide co n tex t of evaluation  and does not appear 
in con trad ic tion  to , nor m erely to supplem ent the  trad itiona l approach, but as a 
m ore com prehensive and flexible th e o re tic a l fram ew ork . The con tribu tions to  
evaluation coming from  fields as fa r  ap a rt as behaviourism  and social anthropology 
are  incorporated  into one fram ew ork: they becom e form s of explanation . The 
streng th  of the  synthesis is then its inner consistency  and th e  sim plicity  of its  
assum ptions.
This synthesis is not e c le c tic , because it considers th e  con tribu ting  e lem en ts in 
a new ligh t, negating or leaving behind, for exam ple, th e  narrow  concep t of 
evaluation which uses instrum ents such as ach ievem en t te s ts  in iso lation . Nor 
is the  whole behavioural conception incorpora ted , but only w hat is valued according 
to  the  purposes and circum stances of th e  study.
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It would seem th a t a m ore appropria te  te rm  to  describe the m ethodology, in 
addition to  flex ib le, is d ia lec tic  in the  sense argued by Rowan (1981), which has 
a developm ental, dynam ic connotation  providing room for change and 
tran sfo rm atio n , ra th e r than the  s ta t ic  borrowing or selecting  of ec le tic ism .
Finally, figure 10.1 p resen ts a so rt of id iosyncratic  map or evaluation  s ta r , a 
sum m ary of th e  synthesis w ith th e  com ponents and influencing e lem en ts  linked 
toge ther w ith various relationships rep resen ted  by lines. O ther in terre la tionsh ips 
are not shown for th e  sake of c la rity .
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C H A P T E R  11
A CONCEPT OF DEPARTMENTAL RESOURCE CENTRE 
INTRODUCTION
It was argued in ch ap te r 10 th a t an evaluation has a  them e, purposes, functions, 
in ternal s tru c tu re  and m ethodology. Previous chap ters  have d ea lt w ith all th e se  
elem en ts  excep t the  function: th e  in troductory  rem arks c la rified  th e  them e and 
purposes of th e  evaluation study, p a rt I (chapters 1 to  3) review ed th e  l i te ra tu re  
and fu rth e r c larified  th e  them e of this evaluation , p a r t II (chap ters 4 and 5) 
dealt w ith the  s tru c tu re  and m ethodology em ployed, p a r t III (chap ters 6 to  9) 
presented  th e  research  resu lts . The p resen t ch ap ter deals w ith th e  functions of 
an evaluation; it a tte m p ts  to  explain and in te rp re t w hat a d ep a rtm en ta l resource 
cen tre  is, by defining and describing th e  concept.
The ch ap ter begins by review ing some of the  definitions provided in th e  l i te ra tu re , 
and in the  ligh t of the  evidence accum ulated  these a re  c ritic ised  and a m ore 
com prehensive defin ition is proposed. In th e  words of th e  synthesis, th e  system  
under study is com prehended. This concep t is then explained in te rm s of its  
general tendencies, functionings, and elem ents which are  of a m ore p a rticu la r 
na tu re .
F inally, some recom m endations a re  advanced in o rder to  co n trib u te  both  to  
decision making and to  developm ent and im provem ent of th e  serv ices th a t  
dep artm en ta l resource cen tre s  in general provide for th e ir  studen ts.
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A DEFINITION OF RESOURCE CENTRE
As argued in the  in troductory  rem arks, th e  a tte n tio n  given by research  w orkers 
has been focused mainly on the provision of in stitu tional fac ilitie s  ra th e r  than 
d ep artm en ta l se ttings. D efinitions availab le for dep artm en ta l cen tre s  have 
tran s la ted  from  larger se ttin g s . For exam ple, a working party  of C .N .A .A . has 
defined the  c e n tre  as follows:
"LEARNING RESOURCE CENTRE
C ollege or dep artm en ta l accom m odation for a sto rage of learning 
resources and re la ted  equipm ent, to g e th er with a cataloguing and 
re tr ie v a l system  to  gain access to  the  stock , and study p laces to  
enable them  to  use the  m ateria ls"
(C.N.A.A. Working P arty  1981:9)
In general, the  te rm  resource cen tre  means d iffe re n t things for d iffe re n t people. 
Townsend (1977:15) has illu s tra ted  this by saying th a t: "To some people, it is
simply a room w here visual aids, both hardw are and so ftw are , a re  cen tra lised , 
to  fa c ilita te  access and re triev a l. To o thers  it is a show piece — an a re a  of 
(som etim es) a library or a sep ara te  room which can proudly be poin ted—  which 
estab lishes th e  ’w ith -it-n ess’ of th e  instruction  — a c red it for innovation. To 
yet o thers it is an a rea  where studen ts can go and look a t film , video tapes, 
slides or p rin ted  m a tte r  or listen  to  radio, tap e  or record  — an a re a  where 
learning by doing has been rep laced  by learning by viewing".
O ther defin itions been have advanced by various au thors and th e  following are  
a selection  o f these:
"The non-book resource cen tre(s) in an in stitu tion  will usually be 
e ith e r  p a rt of the  main library under the d irec tion  of th e  lib rarian  
or a  sep a ra te  m edia library under the  d irec tion  of an audio visual 
specia list"
(C ollier 1981:13-14)
"The te rm  'Learning R esource C e n tre ’ can now be taken to  m ean 
a  d isc re te , physical e n tity  (placed e ith e r  in p a rt of the  lib rary  or
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in rooms of its  own), w here e lec tro n ic  aids to  learning a re  availab le,
(but to  th e  exclusion of o the r forms) for re la tiv e ly  p riva te  and to  
a t  le ast some degree guided study to  be undertaken”
(Townsend 1977:3)
"A learning resource cen te  is a storehouse from  which people can 
learn  w hat they  w ant to  learn  with a fa ir chance of doing it  w ell”
(Powell 1974:32)
Most, if not all, defin itions place th e  em phasis on th e  resource c e n tre ’s physical 
accom m odation a re a  w here m a teria ls  are  s to red , w ith physical p laces, usually 
booths, w here s tuden ts  can use those m ateria ls . The definitions fa il to  inco rpo ra te  
explicitly  the  human fa c to r . It is c lea r, how ever, from  all th e  ev idence p resen ted  
in p a rt III th a t d ep artm en ta l resource cen tres  are  not just a physical p lace , but 
much m ore. It seem s to  this w rite r  th a t a defin ition of resource c e n tre  canno t 
be com prehensive w ithout the  inclusion of one of its m ost im portan t e lem en ts , 
the s ta ff  who p a rtic ip a te  and m ake the  schem es possible; in o the r words, th e  
human resources have to  be included. The following is proposed as a m ore 
com prehensive defin ition  or concep t of resource c e n tre , e lem en ts  of which w ere 
advanced in ch ap te r 9:
A d ep artm en ta l resource c en tre  is an educational subsystem  (one 
of many in a departm en t) which includes the  philosophy and approach 
to  teach ing  and learning of the  in te res ted  s ta f f ,  th e ir  skills, 
a ttitu d e s , knowledge and c rea tiv e  ideas, th e ir  energ ies, and th e ir  
in ternal and ex te rn a l netw orks of relationships; it also includes 
space, tim e , financial resources, equipm ent and th e  various system s 
of organisation w hereby studen ts can have ready access to  and work 
w ith specialised  learning resources re la ted  to  the  d ep artm en ta l 
disciplines.
This general concep t re f le c ts  the  p rac tices  of d ep artm en ta l resource  c e n tre s , 
including those which place the  main em phasis on physical accom m odation .
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GENERAL TENDENCIES
Several general tendencies w ere identified  in the  p rac tices  of d ep artm en ta l 
resource cen tre s . There was a tendency for th e  responsibility  for running 
cen tres  to  re s t on one (or a  few) academ ic(s) concerned and en thu sias tic  about 
educational innovations, who w ere also involved in s ta f f  developm ent in th e ir 
d epartm en ts  or in s titu tions . Only 20% of the  cen tre s  co n tac te d  w ere in the  
social and human sciences while 80% w ere in science and re la ted  d epartm en ts. 
It would th e re fo re  seem  th a t  science topics lend them selves m ore easily  to  the  
developm ent of a lte rn a tiv e  m ethods of teach ing , one of which has been the  
resource c e n tre . A nother reason for this is th a t curriculum  developm ent s ta r te d  
in the  sciences in response to  th e  need to  update con ten t.
C en tres  provided a wide range of learning resources w ith various types of m edia 
which w ere used in four m ajor ways; as background (the m ost frequen t), 
supp lem entary , built in to  courses, and rem edial (the le a s t frequen t). R esources 
w ere in general available for studen ts to  use on an optional basis, and usage 
tended to  be high.
S tudents tended to  find the  serv ices provided by cen tre s  of g re a t value to  them  
in th a t cen tre s  encouraged th e ir  learning as well as making it  easie r and giving 
them  m ore confidence for th e ir  exam s. S tudent non use was re la te d  to  th e ir  
study sty les and not to  dislike of the  serv ices provided.
Those s ta ff  who found th e  serv ices valuable did so because the  cen tre s  m ade a 
contribu tion  to  th e ir teach ing , helping them  to  succeed in th e ir  higher education  
roles, research  and teach ing . O ther s ta ff  thought th a t th e  use of learning 
resources low ered the  standard  of teaching , th a t th e  best teach ing  situa tion  is 
chalk and ta lk  and th a t studen ts p referred  the  le c tu re .
Five functions perform ed by cen tres  can also be included as general fe a tu re s  
since they w ere p resen t in the  m ajority  of cen tre s . (1) a teach ing  and learning 
function in which th e ir con tribu tion  was the  provision of serv ices. (2) a research  
function in th a t they provided a base for experim en tal teach ing , for th e  
in troduction  of innovative schem es and for the ir evaluation . (3) a public re la tions 
function through which co n tac ts  w ith o ther d epartm en ts, c en tra l se rv ices and
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other in stitu tions w ere developed; th e  m arketing of some c e n tre s ' m a te ria ls  
could also be included in th is function . (4) a  production function which allow ed 
cen tres  to  produce th e ir  own m ate ria ls  and to  m antain th e  equipm ent, som etim es 
in conjuction w ith a cen tra l un it. (5) a consultancy function through which th e  
cen tres  not only provide tu to ring  for th e ir  students but also advice to  o the r 
in te rested  s ta ff  and, in the  cases of those c e n tre s ' s ta f f  who a re  involved in 
s ta ff  developm ent, to  th e  whole in s titu tio n . Some of the  cen tre s  also perform  
an additional function  as in teg rating  c a ta ly s t in th a t cen tre s  ac ted  as m eeting  
points betw een s ta f f  and studen ts.
PARTICULAR FEATURES
O ther fea tu re s  showed a m ore m arked dependence on the  specia l c ircu m stan ces  
in which cen tres  w ere se t up, specifically  th e  nam es th a t people gave to  th e ir 
cen tres  in o rder to  re f le c t th e ir  own a c tiv itie s . Within this phenom enon, th e re  
was, how ever, a tendency for chem istry  cen tres  to  be called  Learning Aids 
L aborato ries, probably because of th e  influences of the  Aston cen tre  which was 
the f irs t L aboratory  of th is kind to  open.
As with the  nam es, the  aims of cen tre s  w ere very specific  in re flec tin g  th e ir
in ten tions. Some em phasised fac ilita tin g  learning and provided aids supp lem entary  
to  th e ir conventional teach ing , while o thers  pu t th e ir em phasis on teach in g , and 
used the  cen tre s  as the  m eans to  innovate and rep lace th e  conventional le c tu re .
Use of cen tre s  depended to  a large e x te n t upon th e ir  m anagem ent s ty le , on 
w hether they w ere available for all s tuden ts in th e  departm en t or w ere developed 
for specific  courses. There was a m ajor tren d  for cen tres  to  be availab le  for
f irs t years studen ts specifically , but w ithout excluding the  re s t. W here th is
was the  case , the  m ajority  of users w ere in the ir f irs t year.
The gathering  of feedback from s ta f f  and students and the  carry ing  ou t of 
evaluations also depended upon the  p a rticu la r situa tion . It varied  from  th e  
occasional ta lk  to  all m eans of evaluation . But m ost cen tre s  did not perfo rm  
any evaluation . This is consisten t w ith th e  fa c t th a t the general running of 
cen tres  relied , by and la rge , on one academ ic, who did not have th e  e x tra  hands 
for th e  e x tra  work.
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D epartm en ta l s ta f f  involvem ent in the cen tres  also varied from  c en tre  to  cen tre , 
from sim ple encouragem ent of s tuden t use to  producing m ateria ls  and helping 
with supervising and tu to ring  in the  cen tres .
The rela tionsh ips betw een the cen tres  and o the r d epartm en ts  and /or cen tra l 
services w ithin the  in stitu tion  varied considerably, from  exchange of catalogues, 
especially  betw een library  and c en tre  to no co llaboration  a t  a ll.
THE HUMAN FACTOR
There a re  two kinds of conditions which influence social a c tiv itie s  and changes, 
including education . The f irs t are  not d irec tly  dependent on th e  people involved 
in the  p articu la r s itua tion : such as the  given level of technology availab le; social 
and po litica l developm ents generally  and in departm en ts; in s titu tio n a l and 
d ep artm en ta l s tru c tu re s . The second kind is to ta lly  dependent on the  groups 
and individuals involved, such as th e ir  ac tiv itie s , and ab ility  to  a c t ,  consciousness, 
w illingness, in ten tions, feelings; in one word, conditions dependent on people 's 
anim us. For the  purposes of the analysis p resen ted  h ere , this second kind will
be called  'th e  human fa c to r '.
The human fac to r  as a resource has been p resen t and em phasised throughout th is 
thesis. It is the m ost decisive fac to r for the  im plem entation  of innovations in 
general and of d epartm en ta l resource cen tre s  in p a rticu la r. For exam ple, the  
level of d epartm en ta l in stitu tionalisa tion  th a t c en tre s  have acquired  does not 
depend on the  number of s ta f f  involved or on the  tim e they  devote to  the  c e n tre , 
but on th e ir philosophies, approaches to  teach ing  and learning, and m otivations.
The philosophies and approaches to  teaching  and learning of the  academ ics 
involved in dep artm en ta l cen tres  determ ine th e  aim s of th e  c en tre s , w hether
they keep m a teria ls  availab le to students on an optional basis or th e ir  use is
com pulsory, w hether they are  supplem entary or built in to  courses. M oreover 
s ta ff  reservations and antagonism s tow ards d ep artm en ta l cen tre s  a re  re la te d  m ore 
to  th e ir  personal perceptions of the ir roles as teach ers  than to  the  work of the  
cen tre s  or to  the ir degree of involvem ent in sub ject research .
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The types of m otivation of academ ics determ ines in many instances the  type of 
innovation. For exam ple, th e re  are  academ ics who regard th e  conventional 
le c tu re  as a poor teach ing  in strum en t and look for innovations and th e  resource 
c en tre  to  im prove th e ir  teach ing . H owever, o ther s ta f f ,  especially  in sub jec t 
w ith a higher p restige  e.g . m edicine and re la ted  disciplines, regard  th e  le c tu re  
as ’th e  teach ing  m ethod1 and justify  the  developm ent of a  resource c e n tre  only if 
it is shown to  be as e ffe c tiv e  as lec tu res .
The degree of m otivation also determ ines th e  academ ics’ involvem ent and 
com m itm ent to  d epartm en ta l c en tre s . Their involvem ent is voluntary  in m ost 
cases and perceived to  be in addition to  th e ir  ’no rm al’ teach ing  and learning, 
research  and adm in istra tive  duties.
G enerally , s ta f f  responsible for cen tre s  a re  in the  L ec tu rer s ta tu s  and a  key 
elem en t for departm en tal recognition of the cen tres  is th e ir  s ty le  of 
com m unication. There a re  tw o types of com m unication, form al and inform al, 
and th e re  are  a t least four levels in which this takes p lace, com m unication w ith 
senior s ta f f ,  peers, studen ts and outsiders.
The m ost frequen t form of com m unication is inform al, w ith s ta f f  in th e ir  co ffee  
lounge and corridors, with studen ts through the  occasional conversation . Form al 
com m unication takes p lace in s ta f f  m eetings, s ta ff-s tu d en t co m m ittees , e tc . In 
m ost instances com m unication with the  Head of D epartm en t is good: he usually 
looks sym pathetically  a t the  developm ent of th e  c en tre  and is in te re s te d  and 
involved in one or ano ther w ith the  c e n tre ’s a c tiv itie s . C om m unication in th is 
instance m ainly consists of keeping th e  Head inform ed both of developm ents and 
needs.
Com m unication with o ther s ta f f  takes  a v arie ty  of approaches, from  including 
aspects of the  cen tre  in the  agenda of s ta ff  m eetings, via the  c irc u la r le t te r  
w ith requests for particu la r con tribu tions, to  th e  developm ent of personal co n tac ts . 
It seem ed th a t th e  last approach is th e  m ost successful since it  allow s both th e  
c e n tre ’s s ta f f  and the  academ ic involved to  indentify  in deta il th e  a rea s  in which 
contributions can be made.
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C om m unication w ith s tuden ts  varies from  c en tre  to  c e n tre , although m ost repo rted  
th a t th is is an occasional ven tu re  only. Some cen tres  d istrib u te  a le a f le t a t  
the  beginning of th e  academ ic year w ith an outline of the  serv ices provided. 
O thers publish a regular n ew sle tte r especially  o rien ted  to  keep studen ts  and s ta f f  
inform ed of new additions to  th e ir stock . Few cen tres  repo rted  th a t  they  
perform  regular evaluation  to  ga ther s tuden t reac tions to  the  cen tre s  and th e ir  
m a teria ls .
C entres survive with m inim al com m unication with th e  outside world. Very few  
cen tres  in terchange inform ation  with th e  library or any o ther d ep a rtm en t. A 
few cen tres  produce a n ew sle tte r  which is d istribu ted  among s ta f f ,  s tu d en ts  and 
in te res ted  academ ics in o ther in stitu tions. The level of exchange of experiences 
and m ateria ls  among cen tre s  is re la tive ly  low. An exception is th e  work of 
the  Educational Techniques Subject Group of th e  Chem ical Society, which has 
held conferences and supported the  production of m ateria ls , a p a rticu la rly  good 
exam ple being the  production of the  audio c a sse tte  series en titled  "C hem istry  
C asse ttes"  in which several academ ics from  various chem istry  d ep artm en ts  
p a rtic ip a ted . The ca sse tte s  w ere then used in those departm en ts  and m ade 
available to  o thers through th e  m arke t. It was repo rted  th a t th is ven tu re  was 
highly successful. A nother exam ple is the  e ffo r t of a num ber of Biology te ach e rs  
in Scotland to  produce m a te ria ls  which w ere subsequently used in severa l S co ttish  
un iversities. Some professional in stitu tions, e.g . The In s titu te  of Physics, The 
Biological Society, cannot produce inform ation regarding exchange of experiences 
betw een cen tres .
The degree of d ep artm en ta l recognition and institu tionalisa tion  achieved  by 
cen tres  also depend on th e  type of leadership in th e  field  of educational innovations 
given by academ ics responsible for cen tre s  and on th e  types of in te rac tio n s  
developed. One as successful approach is to fa c ilita te  th e  im plem entation  of 
o ther s ta f f 's  in itia tives . For exam ple by encouraging s ta f f  to  reco rd  a 
com m entary  a t home and by ensuring th a t th is type of recording was sa tis fa c to ry  
for the  purposes of th e  c e n tre s . A nother is to  in itia te  new p ro jec ts , involving 
o ther academ ics, and guiding and helping s ta ff  producing m ateria ls  for th e  f ir s t  
tim e . G eneral s ta tem en ts  requesting collaboration are  unsuccessful. L eadership  
is m ost successful when it m axim ises the individuality and autonom y of people 
as well as allowing individuals to  a c t as they  considered app rop ria te .
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W arren-Piper (1975:5-9) argued th a t s ta f f  developm ent should be seen as a s tra teg y  
designed, like education , to  help individuals to be more se lf-re lian t. D epartm ental 
resource cen tre s  play an im portan t role in th is kind of s ta f f  developm ent since 
cen tres  allow academ ics to  become,, b e tte r  professionals and grow as individuals 
through
i) the  acquisition of new skills by producing m ateria ls ,
ii) the opportunity  to  discuss th e ir teaching ,
iii) confronting new inform ation and ideas,
iv) learning from th e ir own m istakes and experience of o thers,
v) the  opportunity  to  conduct research  into teaching  and learning,
vi) gaining a deeper insight into th e ir teaching  and learning,
vii) obtaining an increased aw areness of studen t needs,
viii) increased willingness to  consider changes and innovations,
ix) the opportunity  to  tack le  new and d iffe re n t p ro jec ts ,
x) seeking new ideas,
xi) giving advice to  new com ers.
C en tres also play an in teg rating  function through which a sense of co llec tiveness 
is developed by bringing to g e th er s ta ff  from a range of dep artm en ta l a c tiv itie s . 
D epartm ental resource cen tres  are  not in con flic t w ith the conventional le c tu re  
or le c tu re rs  who do not use the cen tre s , but seek to im prove on the  teach ing  
effec tiv en ess  of the departm en ts concerned.
The ac tiv itie s  perform ed by those involved are  not however w ithou t problem s, 
such as the little  tim e they can devote to the  developm ent of new p ro jec ts ,
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li ttle  financia l support th a t c en tre s  have e ith e r  from  in terna l or ex te rn a l sources, 
the  uneasiness c rea ted  in many academ ics who think th a t producing m a te ria ls  
for the  c en tre s  can expose them selves and th e ir teach ing  to  o thers and be unjustly  
c ritic ised , uncerta in ty  c re a te d  by the  cu rren t wave of financial cu t-backs, and 
the  little  recognition of educational developm ent /  innovation com pared with 
research  or book w riting.
D espite these  problem s academ ics responsible for cen tre s  feel a  g rea t sense of 
sa tisfac tio n  through
i) observing th a t the  developm ent of d epartm en ta l resource  cen tre s  
has been long-lived and is a well estab lished  inniovation,
ii) increasing se lf-assertiveness because of th e ir  personal involvem ent 
in the  production of learning resources,
iii) having a g rea te r  sense of job sa tisfac tio n  and personal rea lisa tion
by noting th a t th e ir innovation is ap p rec ia ted  by th e  m ajority  of 
s ta f f  and studen ts.
Some of th e  elem ents considered above a re  necessary  conditions for th e  
estab lishm en t of d epartm en ta l resource cen tres  while o thers  are  not. E lem ents 
re la ted  to  the human fac to r are  necessary , c en tre s  would not ex ist w ithou t, for 
exam ple, th e  m otivation to  im prove teaching  and learn ing . The num ber of s ta f f  
involved or the  tim e they devote to the cen tre s  a re  not necessary  conditions, 
but the  m ore they  are  p resen t th e  b e tte r  the  e f fe c t .
As a way of synthesising the various e lem en ts involved in the  estab lish m en t /  
functioning of a  resource ce n tre , an id iosynchratic  c h a rt is p resen ted  o v erlea f. 
It has the  resource cen tre  in the middle, arrow s tow ards it rep resen t causes and 
those going out rep resen t e f fe c ts .  The do tted  lines rep resen t th e  im provem ent 
cycle .
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GENERAL RECOMMENDATIONS
R ecom m endations m ade here are  of a  general kind and are  separa ted  into two 
groups: recom m endations re la ted  to  the  serv ices already provided in d ep artm en ta l 
resource cen tre s , which are  m ade with a view to  aiding in the  processes of 
decision making in the  various cen tre s  and in o rder to  help solve som e o f the  
problem s encountered  so th a t th e ir developm ent is continued; and 
recom m endations re la ted  to  th e  estab lishm en t of new cen tres .
The recom m endations for the  im provem ent of existing serv ices stem  from  the  
iden tifica tion  o f problem s in the cen tre s  (see p a rt III), which can be categorised  
into: problem s re la ted  to  the  human resources and problem s re la ted  to  the
physical resources. In each of these  ca tego ries  are  various subcategories as 
shown in figure 11.2 below.
FIGURE 11.2: Problem  a reas  in cen tre s
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partic ipa tion tim e
HUMAN organisation
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RESOURCES
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1. One of the  m ajor problem s regarding human resources was th a t  c en tre s  
did not ge t as much support from  th e  general s ta f f  as th e ir  developers 
would have w ished. A ccordingly, cen tre s  should devise means for obtaining 
a  g re a te r  degree of co -operation . Experience suggests th a t  one of th e  
m ost successfu l approaches is to survey s ta f f  views in order to iden tify  
th e  teach ing  areas  in which th e  c en tre  can help. Although th e  m ost 
common reason for no partic ipa tion  was lack of tim e, experience also 
suggests th a t when th e re  is an in te re s t and desire to  im prove, tim e  is 
somehow found.
2. Lack of support for supervising the  cen tre s  was ano ther problem  a re a . 
This has been overcom e, in some cen tres , by developing a ro ta  system  
among a  num ber of in te res ted  s ta ff . In o the r cases, th e  c e n tre  has a 
perm anen t organiser for th e  daily ac tiv itie s . In general c en tre s  should 
try  and develop schem es to  provide tu to ria l assis tance . What is then  
suggested is th a t the  cen tre  s ta ff  develop system s of organising th e  tim e  
th a t in te re s ted  s ta f f  can give, it may not even be necessary  for th e  s ta f f  
to  be p resen t in th e  cen tre  as long as is known th a t they  are  availab le  
for consu ltation  regarding th e  m ateria ls  in th e  c en tre . This may imply 
th a t no one supervises the  work of s tuden ts but experience in cen tre s  
ind icates th a t w hat is needed are  s ta ff  who can be consulted  e ith e r  in 
the  cen tre  or th e ir own room s. F urtherm ore , the  e x tra  degree of 
independence c rea ted  in s tuden t users may su ffice  as a reason for no 
supervision of s tu d en ts ' work in th e  cen tres .
3. A nother problem  was th a t some s ta f f  and studen ts in th e  case stud ies 
w ere not aw are of the  m a teria ls  housed in the  cen tre s . There is no 
reason no t to  assum e th a t the  situa tions a re  sim ilar e lsew here. I t is no t 
only recom m ended th a t these  s ta f f  pay a v isit to  th e  cen tre s  in to  o rder 
to  know w hat happens in it ,  but it is also recom m ended th a t th e  c e n tre s  
publish some so rt of news bulletin  to  keep people w ithin and w ithout th e  
dep artm en t inform ed of the new additions and developm ents in th e  c e n te .
4. It could also prove useful if e ffo rts  are  put into th e  publication of 
catalogues of w hat is availab le, which would need to  be regu larly  up d a ted . 
Appendix C illu s tra tes  the  catalogue developed in cen tre  1 and appendix G
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reproduces a selection  of item s from  the  cata logue developed by the  author using 
an au tom ated  system .
5. C ataloguing of learning resources, which was o ften  lacking, would im prove 
on the  com m unication and aw areness of partic ipan ts  in d ep artm en ta l 
c e n tre s .. As m ost, if not all, institu tions in higher education  have 
com puting fac ilitie s , it would appear desirable to  in troduce au tom ated  
system s of cataloguing including notes on the  co n ten t of the  item s held 
in the  cen tre  as well as list of resources re levan t for the  various courses.
6. Since th e re  are  s ta ff  who are  m ore in te res ted  in educational developm ent 
than o thers and who would ded icate  m ore tim e to  the innovations had 
they th e  tim e, cen tre s  should look for th e ir d epartm en t approval of a 
schem e which would re lease  these  m ore in te res ted  s ta f f  from  o ther 
d ep artm en ta l du ties, e .g . adm in istra tion , teach ing , research , in o rder th a t 
they could co n cen tra te  on the  innovations.
7. Many cen tres  a re  supervised by g raduate  dem onstra to rs who, as the  
evidence from  one of th e  case studies suggests, are  not consulted  by 
studen ts  and as cen tres  lack support for prin ting , photocopying, ta lk s with 
o the r s ta f f ,  e tc .; it would appear th a t a  m ore e ffe c tiv e  way to  invest 
th e  sam e am ount of money could be the  appoin tm ent of a p a r t tim e 
organiser, who would take  over th e  day to  day running of the  c e n tre  while 
the  s ta f f  could co n ce n tra te  on the  devlopm ent of innovations.
8. R ecom m endations concerning the  physical resources need to  s ta r t  by 
pointing ou t th a t cen tres  could try  to  be m ore responsive to  s tu d en ts ' 
requests  for more m ateria ls  in o rder to  m eet th e ir  com plain t th a t m a te ria ls  
do not cover the whole spectrum  of th e ir  curricu lum . This could be th e  
f irs t s tep  tow ards the fu rth er developm ent of th e  cen tre s .
9. A nother asp ec t of the  learning resources which needs the  a tte n tio n  of th e  
c e n tre s ' s ta f f  is the updating of th e ir stock . H ere again a m ore e f fe c tiv e  
use of existing monies in the form  o f a p a rt tim e  organiser can be valuable. 
This could also fa c ilita te  the im plem entation  of evaluation  studies e ith e r  
of p a rticu la r m ateria ls  or of the  serv ices as a whole.
10. It follows from  th e  above th a t th e  c e n tre s ’ s ta f f  could conduct, from  
tim e to  tim e, review s of s tu d en t and s ta f f  opinions in order to  g a th e r a 
f ir s t  approxim ation of th e  percep tions of those partic ipa ting  which could 
be the  basis for th e  developm ent of proper evaluation studies in those 
areas iden tified  as in need.
11. The case studies and com m ents on the  national survey showed th a t  opening 
tim es a re  o ften  a problem  in the sense th a t  som etim es they are  not re la ted  
to  s tu d en ts ’ free  tim e and th a t  a t  tim es th e  cen tre s  g e t crow ded. What 
is recom m ended here is th a t c e n tre s ' s ta f f  should consider developing a  
plan, a t  le as t a  te rm  ahead.
12. It is also recom m ended th a t tim etab les  a re  planned with the  c e n tre s ' users 
free  tim e during working hours in mind.
The following recom m endations concern the  es tab lishm en t of new cen tre s .
13. A general plan is needed which needs to  include the reasons for th e  
developm ent, i.e . w hat teach ing  and learning problem s will be fa c ilita te d  
with such a developm ent. A plan which is divided in various s tages 
s ta r tin g , as was done in case study 3 (see ch ap te r 9) w ith a survey of 
perceived  needs.
14. The so rts  of functions th a t th e  c en tre  is to  have should d e term in e  its  
organisation and various com ponents. The specific  form s of fa c ilita tio n  
of teach ing  and learning should be re f le c te d  in its  organisation . Some 
general indications of w hat students find m ost useful a re  described  in 
ch ap te rs  6 and 7.
15. A good schem e of com m unication needs to  be developed from  th e  very 
o u tse t. The publication of a news bulletin  as well as perm anent personal 
c o n ta c t w ith those partic ipa ting  appear to  be th e  m ost desirable e lem en ts .
16. The accom m odation of th e  learning resources should be in one p lace  w ith  
as many fac ilitie s  for studen ts as possible, i.e . enough working places 
according to  the expected  use, including booths and desks for p riv a te  study.
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17. There should be some sort o f co m m ittee , e ith e r  advisory or s teering , to  
overlook th e  work and a c tiv itie s  of th e  cen tre s . This can , as shown in 
case study 3, overcom e general problem s of com m unication as well as of 
partic ip a tio n  of the  s ta f f  in the  d epartm en ts.
18. As regards financial resources, ideally a budget should be a lloca ted  to  the  
c e n tre  which needs to  include the  salary  of an a ss is tan t. W henever 
possible, outside funding should be sought as a  way of easing the  burden 
of d ep artm en ts , which a re  a lready in d ifficu lties  due to  th e  lim ita tion  of 
resources available.
Finally, m ost dep artm en ta l resource cen tre s  have followed a spontaneous model 
of developm ent. They have s ta r te d  as a  sm all scale  innovation and grown as 
they gained p restige  and m ore s ta f f  (and departm en ts) becam e in te re s ted . It 
would seem  th a t  a f te r  more than ten  years of developm ent, a more sy stem atic  
model is desirab le  e ith e r for th e ir  continuing developm ent or for th e  es tab lishm en t 
of new c en tre s . This would also p repare them  for the  fu tu re , which, as shown 
in p a rt III does not appear easy due to  financial cu t-backs. One of th e  ways 
to  best achieve this is, as proposed above, through the  p reparation  of a plan of 
action  divided into several s tag es , each ch a rac te rised  by its  aim s ra th e r  than  by 
tim e fac to rs .
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CONCLUDING REMARKS
These concluding rem arks a t te m p t to sum m arise, and put in persp ec tiv e , the  
m ajor points m ade throughout the  four p a rts . It se t out to:
(a) eva lua te  the  educational significance of d ep a rtm en ta l resource  
cen tre s ,
(b) help in the estab lishm ent of a resource cen tre ,
(c) assess the effec tiv en ess  of Six C ategory  In tervention Analysis applied
to  interview ing,
(d) synthesise the  concep t of educational evaluation , and
(e) conceptualise  d epartm en ta l resource cen tre s .
P a rt I
As an evaluation  it  considered the cu rren t knowledge in both fields (resource 
cen tre s  and evaluation) by means of a lite ra tu re  review  of educational technology, 
and of educational innovations, w ith particu la r re fe ren c e  to  d ep artm en ta l resource  
cen tre s  and of evaluation itse lf . This showed th a t  the  developm ent of educa tiona l 
p rac tices  has a c c e le ra ted  during th is cen tu ry , especially  since the  second world 
war; th a t th e re  are  th ree  co-existing  conceptions of educational technology 
— audio visual, behaviourist and problem cen tred —  w ith the  la st m entioned seen 
as a m ore com prehensive conception and b e tte r  described as educational 
developm ent.
The li te ra tu re  on cen tre s  showed th a t l i t t le  a tten tio n  had been given to  
d epartm en ta l resource cen tres  and th a t these  have been developed since 1970 
and co n s titu te  one of very many o ther innovations.
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The lite ra tu re  review  also showed th a t th e re  are  tw o opposing views about 
educational evaluation  — trad itio n a l and innovative—  the  la t te r  being m ore 
appropria te  and com prehensive. There rem ained, how ever, some con trad ic tio n s , 
which th is w rite r  has a tte m p te d  to  c larify  and resolve.
P a r t II
C onsiderations on evaluation  continued in p a rt II which reported  on th e  research  
m ethodology including th e  stages in which the  evaluation was divided and th e  
instrum ents used for gathering  inform ation . It also reported  on th e  application  
of Six C ategory  In terven tion  Analysis to  interview ing and suggested th a t  
researchers  who use the  in terv iew  technique should be tra ined  in th is pow erful 
skill model.
P a rt III
The resu lts  of the  evaluation  began to  be reported  in accounts of tw o cas$ 
studies and a national survey of departm en ta l resource cen tre s . In th e  main 
these  showed th a t d ep a rtm en ta l resource cen tre s  a re  a means of augm enting th e  
d ep artm en ts’ teaching  and learning as well as fac ilita tin g  a number of o th e r 
d epartm en ta l a c tiv itie s , e.g . educational research  and com m unication. C en tres  
are  also a m eans of c rea tin g  opportunities for fu rth e r growth of individuals and 
of departm en ts: they  co n trib u te  to  studen ts becom ing m ore se lf-d irec ted  lea rn ers  
and to  s ta f f  becom ing m ore com peten t professionals.
The ac tiv itie s  which led to  the  developm ent of a prelim inary schem e for a 
resource cen tre  for th e  D epartm en t of Educational Studies a t  th e  U niversity  of 
Surrey showed th a t for a dep artm en t which makes ex tensive use of resou rces, 
som eone in a fu lltim e capac ity  is desirable and th a t for the volume of resources 
involved the  best way to  approach the  cataloguing is through au tom ated  m eans.
P a rt IV
In the  light of th e  li te ra tu re , evaluation repo rts  and personal evaluation  
experiences, a synthesis of evaluation is p resen ted  in te rm s of its se p a ra te  and 
in teg rating  parts  (them e, purpose, functions, s tru c tu re  and m ethodology). The 
synthesis gave evaluation two m ajor ch a ra c te ris tic s : th a t educational p rac tice s
can be explained a t four levels, w ith w ith th e  illum inative being m ore 
com prehensive and absorbing the  o thers , and th a t evaluation is com m itted  to  th e
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im provem ent and fu ller developm ent of th e  p rac tices  under study. This synthesis 
is w ithin th e  fram ew ork  of th e  innovative approach and is developed to  resolve 
th e  con trad ic tion  w ith its  opposing trad itio n a l approach. The synthesis do not 
cancel ou t or negate  the  trad itio n a l approach, it specifies th e  boundaries of 
application .
The d ep artm en ta l resource c e n tre  is considered in itse lf and re f le c te d  the  
functions of evaluation se t out in th e  synthesis. A new defin ition  is proposed 
to  overcom e th e  shortcom ings of previous work and re fle c te d  on c e n tre s ' 
developm ent and life by placing equal em phasis on the  provision of physical 
resources and th e  involvem ent of the  human resources. R elations w ith o ther 
system s are  considered and observed co -ex istence in te rp re ted  in to  causa lity . 
C en tres ' in te rn a l tendencies, s ta f f  and s tuden t perceived s treng th s, d isadvantages, 
problem s and views for the  fu tu re  are  analysed, as are  c e n tre s ' re la tions w ith 
o ther w ithin and w ithout the  dep artm en t, senior and peer s ta f f ,  s tuden ts, 
academ ics in o ther departm en ts , library and educational technology units.
F u rther R esearch
This research  has iden tified  a few  areas which need fu rth e r re sea rch  and/or 
developm ent. For exam ple, fu rth e r  research  into why chem ists a re  in the  
vanguard regarding developm ent of cen tre s  and com m unications appears desirab le , 
as is th e  need for developm ent of wider schem es of exchange.
It was also found th a t th e re  is lim ited  ac tiv ity  regarding feedback and evaluation  
and fu rth e r research  and developm ent appears desirable into evaluation  of specific  
m a teria ls  as much as for the  whole serv ices o ffered  by individual c e n tre s .
Higher education in general is undergoing re-organisation  and ra tio n a lisa tio n  as 
a resu lt of the  financial cu t-backs. R esearch and developm ent in to  th e  role 
th a t  resource cen tres  are  playing and can play in th is ra tion a lisa tio n  appears 
desirab le.
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This research  has identified  th a t human resources need to  be em phasised as much 
as physical resources and th a t academ ics’ philosophies and approaches to  teach ing  
and learning determ ine th e  type of innovation, it also appears desirab le th a t  
fu rth er re search  and developm ent be conducted in to  the  train ing both of senior 
academ ics on teaching  and learning m anagem ent and of new teachers  in developing 
self teach ing  m a teria ls .
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and Mr. O 'C onnell; to  all th e  m em bers of th e  fo rm er D epartm en t of A dult
•Education and la st, but not le a s t, to  my fam ily.
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A P P E N D I X  A 
SOURCES OF INFORMATION
ABSTRACTS
C urren t Index to  Journals in Education. E R I C .  (Monthly)
R esearch  into Higher Education A bstrac ts . Society for R esearch  into 
Higher Education. (Q uarterly).
M onitoring. P rogram m ed Learning and Educational Technology.
(Q uarterly).
Higher Education A bstrac ts . Kingston Poly technic. (Biannualy). 
Inform ation. B ritish L ife A ssurance T rust. (Twice a year).
Education Index. British L ibrary . (Yearly).
C urren t A w areness. (Monthly).
Times Index. Times N ew spapers. (Yearly).
British Education Theses. (Yearly).
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REGISTERS
R eg ister of Educational R esearch  in th e  U nited Kingdom. N ational 
Foundation for Educational R esearch
A ssociation for Program m ed Learning and Educational Technology 
Y earbooks.
M edline.
BIBLIOGRAPHIES
H orton L, (1970).
Learning C en tres: a working bibliography. Audio Visual Instruction . 
1970. pp 60 - 62.
C arp en te r J , (1975).
R esources C entres: a  bibliography. London. B ritish Council.
Stagg S and E raut M, (1975).
A Selected  Bibliography on E ducational Technology. Second Edition. 
London. N ational Council for Educational Technology.
Visual Education, (1979).
Books on Audio visual Education. Visual Education. 1979. pp 57 -  65
Barham I, C herie  B, C hristie  P and Cunningham D, (1979).
Evaluation: a bibliography 1970 -  1978. B risbane. C en tre  fo r th e  
A dvancem ent of Learning and Testing.
JOURNALS
A m erican Journal of Physics 
B A C I E Journal
British Journal of Educational Psychology 
B ritish Journal of Educational Studies 
British Journal of Educational Technology 
British Journal of In-Service Education 
British Journal of Sociology Education 
Bulletin of M echanical Engineering 
C am bridge Journal of Education 
C hem istry  in B ritain 
Education in C hem istry  
E ducational C om m unication and Technology 
E ducational Media In ternational 
Educational R esearch 
E ducational Technology 
Educational Theory
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Engineering Education
Higher Education
Higher Education in Europe
Journal of Biological Education
Journal of C ollege Teaching
Journal of C urriculum  Studies
Journal of Educational Television
Journal of F u rth er and Higher Education
Journal of N utrition  Education
M edical Education
Oxford Review of Education
Physics Education
Program m ed Learning and Educational Technology
Psychology Teaching
Science Education
Studies in Adult Education
Studies in Educational Evaluation
Studies in Higher Education
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A P P E N D I X  B
CASE STUDY ONE: QUESTIONNAIRE
The aim of this questionnaire is to find out students* reactions 
and attitudes towards the services provided in the Biology Self-Teaching 
Laboratories on the 7th and 9th Floors in order to improve them.
Post of the questions can be answered by putting ticks into the 
appropriate places. Sometimes additional information is asked for.
Please supply this if you can. You may write on the back of the pages 
if you wish.
Please do complete the questionnaire. Ev*»n if you do not use ihe 
facilities please answer questions 1 and 2 and 7-12 (questions 3-6 being 
applicable to users only). Please complete the questionnaire during the 
practical and leave it on your bench, it will be collected from you.
Thank you for your co-operation*.
Name  ..... ........................
1. Did you do any Biolcgy at school? Please tick the appropriate answer:
(a) O-level........  (c) SYS.... .........
(b) Higher .......... (d) A-level ..........
(e) None at all .
2. How often do you use the facilities in rooms 723 and the 9th Floor? 
Please tick the appropriate answer.
Room 723 9th Floor
(a) Two or more times a week ....•••• ...... .
(b) Once a week.................. ......  ........
(c) Once a fortnight ......  ........
(d) Occasionally ........ .........
(e) Never..............................  .....
If NEVER or OCCASIONALLY, is this because (you may tick more than 
cne answer):
(f) You do not knew what is 
available for particular
subjects ......  .... .
(g) You do not have enough time ......  .........
(h) You prefer to work at home
or in the library ............ ..... .
(i) You do not study until your
exams are near ......  ...... .
(j) You do not like the
working conditions ........ ........
(k) If others, please specify:
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3. The following is a list of possible reasons why you may be using the 
self-instructional facilities* Please tick those with which you agree 
and add any others you may have:
(a) To clear up topics half understood in lectures •••••
(b) To catch up with missed lectures •••••
(c) To fill in gaps from school •••••
(d) To complete work for practicals • •.. •
(e) To get a deeper insight into topics •*...
(f) To supplement the lectures ....
(g) To study your own notes • ••••
(fa) To consult course textbooks and reprints
(i) To see the 9th Floor Displays • ••••
(j) It is a handy and quiet place 7th Ploor 9th Floor....
(k) If others, please specify:
I. The Self-Instructional Biology Unit offers the following resources. 
Please tick in:
(1) Column 1 those you have used.
(2) Column 2 your rating of their teaching effectiveness using the 
following scale:
1 = poor 4 « fairly effective
2 = not very effective 5 5 very effective
3 - adequate 6 = no opinion
(3) Column 3 whether you would like more of these kind of resources.
Column
1
Column
2
Column 
,  ?
Jth Ploor
used 1 2 3 * 5 6 ‘more
(a) Quiet study room •  «  • « •  • • • •  • •  •  e • • • m e m •  mm •  •  •  •
(b) Books •  •  •  m •  •  e •  mm •  a m •  mm •  m • •  mm •  •  •  •
<c) Reprints •  •  «  « •  •  e •  e  • •  •  • •  •  • •  •  • m m • •  m •  •
(d )' Microsccpe s lid e s e  •  • •  •  • •  e  • •  •  • •  m • •  •  • •  •  m •
(e) E lectron micrographs •  e  •  m * •  w e s e e •  •  • •  mm •  •  • •  mm •  m m m
(f )
9th
Posters
P lcor
•  •  e  • e  •  e  ' •  •  • •  •  • m e m •  mm •  •  • •  m m m
(*) Displays e  •  e  • •  •  • •  mm e  •  • •  •  • •  mm •  mm m •  •  m
(h) Pilmloops e  # •  # •  m • •  •  • •  e  • m •  m •  mm •  •  • •  •  •  m
( i ) F ilm strip s •  • • a •  • • •  •  • •  •  • •  mm •  •  • •  mm m •  •  •
( i ) P ilm str ip /s lid e s  ♦ . . . .  
tape ♦ workbook programme
•  •  • •  •  • •  •  • • mm m m m •  •  • •  • ■ me
(k) S lide  programmes •  e  •  e •  •  • •  9 e •  •  • •  •  • •  mm m m m •  •  •  m
(1) Tape ♦ workbook 
programme
•  • •  ♦ •  m • 9 9 9 •  e  • •  mm •  mm •  •  • • •  •  •
(m) Bioset viewer •  e  e  • e  e  • •  •  • •  m e m • m • •  • •  mm m •  •  •
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5. The following i s  a l i s t  o f top ics  covered by s e lf - in s tru c t io n a l  
m a te ria ls . Please t ic k  in :
(1) Column 1 those you have used.
(2) Column 2 the usefu lness to  you o f the  programmes used using the 
following sca le :
1 = poor * = fairly usefu l
2 = not very u sefu l 5 5 very usefu l
3 = about r ig h t 6 = no opinion
(3) Column 3 the areas in  which you would l ik e  more m ate ria ls
a v a ilab le .
Column
1
used
(a)
<b)
u :
(d
(e
(f
(8
(h
(i
( j
(k
<1
(m
6.
Effective Learning
Human Biology
Cell Biology
Genetics
Micro-organisms
Plants
Animals
Animal Physiology 
Animal Behaviour 
Evolution 
Environment 
Social Biology 
Microbiology
•  •  •  •
• • 4 •
• • 4 •
•  •  4 •
Column
2
Column 
3___
more
The following are the stated aims of the Self-Instructional Biology 
Unit. How well do you think they are fulfilled? Please rate 
according to the scale:
(a)
(b) 
<c>
1 = net at all
2 = not very well
3 = about right
To help people who have not 
done any Biology before to 
grasp the fundamental prin­
ciples underlying the 
subject
To fill in gaps in students* 
knowledge
To provide a new mode of 
learning as some biological 
material is not easily 
learnt frcm books
* = fairly well
5 = very well
6 = no opinion
2 3 * 5
Continued ...
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7. Moat of the self-instructional materials are supplementary to your 
lectures, would you like to see materials which are
(a) an alternative to the lecture?
Yes ......  Hot sure ........ No ........
(b) a replacement for the lecture?
Yes......  Not sure ........ N o ...... .
8. The following is a list of methods through which Biology may be 
taught to you. Please tick in:
(1) Column 1 those you have used.
(2) Column 2 your rating of their teaching effectiveness using 
the following scale:
1 * poor A = fairly effective
2 * not very effective 5 s very effective
3 * about right 6 * no opinion
(3) Column 3 whether you would like to see more of these methods.
Column
1
Column
2
Column
3
used 1 2 3 k 5 6 more
Conventional
lec tu res •  •  •  • •  •  • •  •  • •  •  • •  •  • •  * • •  •  • « •  •  •
Conventional 
lec tu re s  plus 
handouts issued 
by the le c tu re r •  •  •  • s e e •  •  • •  •  • •  •  • •  •  • •  •  •
P ra c tic a l
lab o ra to rie s •  •  •  • •  •  • •  •  • •  •  • •  •  • •  •  • •  •  * « •  e *
Pi 1ms •  •  •  • •  •  e •  •  • •  •  e •  •  • •  •  • •  •  • •  •  •  •
Video film s « •  •  • •  •  • •  •  • e •  • •  •  • •  •  • •  •  • •  •  •  •
S e lf- in s tru c tio n a l
programmes •  •  •  • •  e e •  •  • •  •  • * •  • •  •  • « •  •  t
Q uantita tive
Biology
Schedules •  •  •  • •  •  • •  •  • •  •  • •  •  • •  •  • •  •  • •  •  •  •
I f  o th e rs , please 
specify :
« e •  • « •  • •  e e •  e e •  ♦ • •  •  • s e e •  •  •  •
9. T u to ria l help is  availab le  th ree  days a week and by sp e c ia l appoint­
ment a t o ther tim es. Have you consulted  the tu to r?
(a) Yes ............... (b) N o ..................
(c) I f  YES, how many t im e s ?   ........................................... .
(d) I f  NO, please s ta te  why no t:
Continued
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10. -Flease ^ccoaent on any reservations you nay have about:
(a) 7th Ploor Resources:
(b) 9th Floor Resources:
11. what sort of iaproveBsent(s) would you like to see introduced into 
the Self-Instructional Biology Unit?
(a) Short tern isprovements to the 7th Floor:
(b) Short tern improvements to the 9th Floor:
(c) Long tern inprovenents to the 7th Floor:
(d) Long tern improvements to the 9th Floor:
12. Is there anything else you would like to tell us about the Self- 
Ins tructional Biology Unit?
Thank you for your help.
A P P E N D I X  C
CASE STUDY ONE: CATALOGUE OF 
MATERIALS IN RESOURCE CENTRE
BIOLOGY OF DEVELOPMENT
BD 1 C e l l s  an d  O r g a n ism s
BD 2 C e l l s  I n  A c t io n
BD 3 M i t o s i s
BD 4 M e i o s i s
BD 5 F e r t i l i z a t i o n
BD 6 C le a v a g e
BD 7 G a s t r u l a t i o n
BD 8 The F o r m a t io n  o f  O r g a n s
BD 9 D e v e lo p m e n t a l  P l a n t  P h y s i o l o g y
BD 10 G row th
3D 11 N u c le u s  an d  C y to p la s m
BD 12 H orm ones
BD 13 R e g e n e r a t io n  an d  D e v e lo p m e n t a l
BD 14 S h a p e  and  P a t t e r n
BD 15 E m bryos and  L a r v a e
BEHAVIOUR OF ANIMALS
BA 1 S t u d y in g  B e h a v io u r
BA 2 C o n t r o l  o f  B e h a v io u r
BA 3 N e r v o u s  S y s te m  an d  E e h a v io u r
BA 4 D e v e lo p m e n t  o f  B e h a v io u r
BA 5 M o t iv a t i o n
BA 6 L e a r n in g
BA 7 O r i e n t a t i o n
BA 8 S u r v i v a l  V a lu e
BA 9 C o m m u n ic a tio n
BA 10 S o c i a l  O r g a n i z a t io n
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FILMLOOPS C* d en o tes  no accom panying t e x t )
FL 1 T he D i v i d i n g  C e l l
FL 2 B u d d in g  o f  Y e a s t  C e l l s
FL 3 P r o t i s t s
FL 4 P a ra m e c iu m
FL 5 P r o t o z o a
FL 6 F e r t i l i z a t i o n  a n d  C le a v a g e  CSand d o l l a r )
FL 7 K och s p o s t u l a t e s  *
FL 8 A F r e s h w a t e r  A l g a l  B lo o m
FL 9 O xygen  L e v e l s  d u r in g  an  A l g a l  B loom
FL 1 0 P la n k t o n
FL 11 C a r n iv o r o u s  P l a n t s
FL 12 R e g u l a t i o n  o f  P l a n t  D e v e lo p m e n t  QL)
FL 13 R e g u l a t i o n  o f  P l a n t  D e v e lo p m e n t  C2)
FL 14 P h o t o s y n t h e s i s  F i x a t i o n  o f  C arb o n  D i o x i d e  Cl)
FL 15 P h o t o s y n t h e s i s  F i x a t i o n  o f  C arb on  D io x id e .C 2 )
FL 16 E f f e c t s  o f  Red an d  F a r  R ed L i g h t  on  S e e d l i n g  
D e v e lo p m e n t
FL 17 E f f e c t  o f  R ed and  F a r  R ed L i g h t  o n  i n t e r n o d e  
L e n g th
FL 18 P h o t o c h e m ic a l  P r o p e r t i e s  o f  P h y to c h r o m e
FL 19 P h o t o t r o p i c  r e s p o n s e  i n  C o l e o p t i l e s
FL 2 0 R o o t  n o d u le  f o r m a t io n
FL 21 P o l l e n  T ube G ro w th
FL 22 P a th w a y s  o f  W a ter  i n  W oody P l a n t s :
FL 23 P a th w a y s  o f  W a ter  i n  H e r b a c e o u s  P l a n t s
FL 24 F la tw o r m s
FL 25 R oundw orm s
FL 26 H ydra
FL 27  . C o e l e n t e r a t e s
FL 28 F r e s h w a t e r  S p o n g e s
F L 29 S p o n g e s
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FILMLOOPS C on tin u ed
FL 30 H a rm fu l I n s e c t s  (2 c o p i e s )
FL 31 A p h id  an d  i t s  e n e m ie s  C sy r p h id  f l y  an d  la c e w i n g  
p r e d a t o r s )
FL 32 A p h id  an d  i t s  e n e m ie s  ( la d y b u g  an d  w a sp  p a r a s i t e )
FL 33
FL 34 H o r n t a i l  Wasp
FL 35 D r o s o p h i l l a
FL 36 P r a y in g  M a n tid
FL 37 How S p id e r s  W ith o u t  W ebs C a p tu r e  P r e y
FL 38 B u t t e r f l y  (1 )
FL 39 B u t t e r f l y  (2 ) C2 c o p i e s  1
FL 40 P e p p e r e d  M oth  (+  b o o k l e t )
FL 41 W arn in g  C o l o r a t i o n  an d  B e h a v io u r
FL 42 A n im a l C a m o u fla g e  - I n s e c t s
FL 43 M im ic r y
FL 44 S t i c k l e b a c k
FL 46 B r e a t h in g  M eth o d s  o f  A q u a t i c  A n im a ls
FL 47 Farm  A n im a ls  : C h ic k  H a tc h in g
FL 48 D a r w in * s  F i n c h e s
FL 49 C o m p a r iso n  o f  T e e t h  i n  A n im a ls
FL 5 0 H e a r t  M u s c le  R e s p o n s e
FL 5 1  M e i o s i s
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FILMSTRIPS
FS 1 Bacteria
FS 2 Fungi and Slime Moulds
FS 3 What is an Insect?
FS 4 Insects Living in Societies
FS 5 How Plants are Classified..
FS 6 Life Cycle of a Plant (+ notes)
FS 7 The Plant Kingdom t+ notes)
FS 9 The Desert - An Example of Adaptation
FS 10 British Amphibians and Reptiles notes!
FS 12 How Animals are Classified
FS 1 3 Fossils (+ book)
FS 14 Skeleton and Muscle (* book)
FS 15 Animal Histology Of 1 book and 2 folders!
FS 16 Heredity
FS 19 The Air You Breathe Of book)
FS 20 Water Pollution Cl! O  book)
FS 21 Water Pollution C2) (> bookl
FS 22 Population and Resources Cl)
FS 23 Population and Resources C2J.
FS 24 Evolution Today C+ notes)
FS 25 Darwin Discovers Naturels Plan C+ notes)
FS 2 26 The Enchanted Isles t+ notes)
FS 27 Bacteria Pathogenic on Human Skin a i
FS 28 Bacteria Pathogenic on Human Skin C21
FS 29 Fungal Infection
FS 30 Microbiology Food from Microbes Cl! Familiar Foods
FS 31 Microbiology Food from Microbes C2! Unconventional Food
FS 32 Microbiology Treatment of Sewage & other used waters
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CASSETTE PROGRAMMES
CP 1 E f f e c t i v e  L e a r n in g
CP 2 P l a n t  G ro w th  R e g u l a t o r s
CP 3 C e l l  D i f f e r e n t i a t i o n  i n  A n im a ls
CP 4 N e r v e  C e l l
CP 5 Human B i o l o g y  (1) C+ b o o k ]
CP 6 Human B i o l o g y  (21
SLIDE PROGRAMMES
SP 1 P o l l u t i o n  Cl)
SP 2 P o l l u t i o n  (21
SP 3 M e i o s i s  i n  C o r t h ip p u s  B r u n n e n s
BIOSET VIEWER
BV 1 A lg a e  (+ b o o k l e t !
BV 2 From  E gg t o  C h ic k  C+ . b o o k l e t L
SELF-INSTRUCTIONAL BOOKS
SB 1  T he A n t i b i o t i c  P r i n c i p l e
SB 2 V a l i d i t y  i n  S c i e n t i f i c  E x p e r im e n t
A P P E N D I X  D
CASE STUDY TWO: POPULARITY OF
USE OF RESOURCE CENTRE
GLOBAL RESULTS; MO
Week no* 1 363
Week no. JL = 470
Week no* 3 = 485
Week no* 4 =' 610
Week no* 5 = 663
Week no* 6 = 665
Week no* 7 s 627
Week no* 8 = 649
Week no* 9 = 579
Week no. 10 = 498
There fore the most popular week is week no* 5
Monday = 1130
Tuesday = 1369
Wednesday = 1431
Thursday = 1297
Friday = 387
Therefore/ the most popular day is Wednesday
Time interval 9:10 * 611
Time interval 10:11 » 1631
Time interval 11:12 = 746
Time interval 12:13 * 514
Time interval 13:14 = 827
Time interval 14:15 » 854
Time interval 15:16 » 400
Time interval 16:17 * 31
Therefore/ the most popular time interval is 10:11
Mornings (9**13 hrs)= 3502 
Afternoons <13**17 hrs)= 2112
Therefore/ mornings are more popular than afternoons
GJL.U13AL- RESULTS NO * S
Week no. 1 =: 113
Week no. *-> = ■ 212
Week no. 3 = 341
Week no. 4 = 235
Week no. 5 s 368
Week no. 6 s 285
Week no* 7 = 309
Week no. 8 X 347
Week no. 9 = 374
Week no. 10 = 286
Therefore, the most popular week is week no* 9
Monday s 611
Tuesday = 628
Wednesday = 562
Thursday = 687
Friday = 232
Therefore, the most popular day is Tuesday
Time interval 9:10 = 299
Time interval 10:11 = 798
Time interval 11:12 s 309
Time interval 12:13 = 326
T i me interva1 13:14 S 552
Time interval 14:15 = ' 424
T i me interval 15:16 188
Time interval 16:17 = 24
Therefore, the most popular time interval is 10:11
Mornings <9*.13 hrs)= 1732 
Afternoons <13.*17 hrs)= 1188
Therefore, mornings are more popular than afternoons
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A P P E N D I X  E 
NATIONAL SURVEY QUESTIONNAIRE
Dear
The Department of Adult Education is engaged in a research project 
which has two aims: The first is to document the development and
use of resource centres in departments in Higher Education 
institutions. The second is to develop a resource centre for the 
Department (of Adult Education) with a view to achieving a more 
effective sharing of departmental resources to facilitate teaching 
and learning, research and individual development. In addition, 
the project provides the basis for Post Graduate research work.
Our project has identified about one hundred departmental centres. 
Ve now seek your assistance to acquire information to supplement 
what we have acquired through visiting several such centres and 
ask you to return the enclosed questionnaire. Its aims are twofold 
firstly to provide academics with comprehensive data on the develop 
ment and use of centres and, secondly, to provide the basis for an 
enlarged collaboration amongst those centres interested.
Most of the questions can be answered by putting ticks into the 
relevant boxes; in some cases, additional information is asked 
for. Please supply this if you can. Please feel at liberty to 
reword any of our questions if you think this necessary to enable 
you to answer them.
We shall be pleased to have any comments on matters relating to 
your centre and/or this questionnaire. Ve shall also be extremely 
grateful if you could enclose any other information you think 
appropriate.
We assure you that any information that you will give us will be 
treated confidentially and will not be used in any way that would 
identify you or your institutions.
If you regard this enquiry as an unwarranted incursion into your 
academic freedom, please say so (there is space at the top of the 
questionnaire) and return it rather than dispose of it.
When you have corapleted the questionnaire, please return it to 
us in the envelope provided, as soon as is compatible with your
duties.
Thank you for your cooperation
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DEPARTMENT OP ADULT EDUCATION
DEPARTMENTAL RESOURCE CENTRES PROJECT 
QUESTIONNAIRE
PRELIMINARY
11' you do not approve of this enquiry please tick, this box 
onvolope provided* Thanks □ and return the questionnaire in thn
1. THE CENTRE
Please tick the appropriate boxes and insert infonaation in the spacos provided
a) Name of centre
b) Date of establishment
c) Area oocupied by
centre (in sq meters)
tl) Number of student 
study places
o) Oponing times
Monday
Tuesday
Wednesday
Thursday
Friday
Veokends
holidays
f) Number of students 
in the dopartmont
i : ) Number of those studonts 
lor whom the centre is 
available
h) Number of students who 
actually use the centre
i) Is ttto centre available 
for students in
1) Running the oentre is the responsibility of
All staff in the 
department
Yourself supported by a 
oommittee
A coassittee of 
Yourself only 
Others (please specify)
□□
mbers *|
□
i) Supervision in your cenlro is provided by 
Yourself 
Academic staff 
Technicians 
PG demonstrators 
Nobody
Othors (ploase specify)
First year
Second year
Third year
Fourth yoar 
(if applicable)
Other groups 
(ploase specify)
□□□□
J) Number of academic staff 
in the department
k) Number of these academics who
have supplied materials 
for the centro
help to supervise the 
centre
n) Please stato briofly tho aims of your until rn 
(or onclose any documents where these ure 
stated)
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LEARNING RESOURCES
*0 P)ou»u tick to iiuilouto whether 
there are non-book lourning naourcos 
uvuiiabie in
Thu M i n  library 
Othui* dapurtments
□□
if so, ploaso tick to indicato whether 
you koop catalogues of those resources□
h) Ploaso tick the appropriate boxes to 
iiulicato how the learning resources 
in your centre aro induxod anil 
catalogued
By medium 
By lecture course
□ □
Others (please specify)
□ □ □ □
c) Please indicate in the first column, the 
approximate number of learning resources 
available in your centre which fall into 
the categories below. In the second 
column, the approximate number produoed 
by the agents listed
General background 
to topios
Supplementary
(optional)
Built into oourse 
(compulsory)
Remedial 
(pre-course 
requirement s )
Others (please
□ □□□□ □ □□□□ □ □□□□
□ □□□a
d) The following is a list of learning rosourcu.i 
formats. Please indioate
i) In the first oolusui the approximate 
number you house
ii) In the second column tick to Indicate 
that your centre has production 
faoilities
\r. u)
O  Ca)
H  H
f -  H
P H£ -* a hO CJa < e. u.
x  a  o w a n 
cu X  o. 5 < k
Booklets
Progrwmmod texts
Books
Reprints
Lecturer's notes
Handouts
Audio tapes
Audio tapes ♦ 
booklets
Sets ol* slides
Tape-slidea 
(synchronised)
Tape-slides 
(unsynchronised)
0  II P
transparencies
P I P  smterials
Film loops
Film strips
Video tapes
Computer based 
materials
Models
>fodel kits
Others (ploase 
speoify)
□□
□□□□ □ 
□ □ □ □
] [
Jt  
speoify)
1 .  .SUPPORT *"
a) PJ oaso tick the appropriate boxoa to 
imlicato how you consider the suppox-t 
you aro getting
>4 Qa  o
«  O > O
MH
5
ffa■<
iw >*M S P 
<  rco o
I S
. 3
1 5
FINANCIAL support 
Capital expenditure I II II II II I 
Consumable expenditure □  □ □ □ □  
Fox* staffing the oent
SUPPORT FROM ACADEMICS
llimd oi Department 
Seniox* staff
Provision of 
l'csourues
Encouragement to use 
cunix'o by students
□ □□□□□ □□□□ 
leantinc □ □ □ □ □
□ □□□□
SUPPORT FROM UNITS 
Li bx’ary 
Ed. Toch. Unit 
A.V. Unit
□ □ □ □ □  □ □ □ □ □  □ □ □ □ □
OLlioi' (pioaso speoify) □  □ □ □ □
b) What is the approximate capital invostaunt 
in your oentre 7
°) What is yoxxr annual budget for the currunt 
year for
Capital expenditure £
Consumable expenditure £
d) How are tho prospects for future budgets 7 
G°°P ADEQUATE UNSATISFACTORY POOH□ □ □ □
•) Please tiok to indloate whether you get any 
financial support other than your 
department•s □
If so, please give details
(e.g. amount, agency, selling of materials, 
contracts with commercial firms)
U. EVALUATION
u) PLoaso tick, to indicate whether you got 
feedback, about tho services provJdod in 
tho centre
fi*ois students 
from academic stal 
Pinnae givo brief details
□
, D
•») Ploaso tick to indicato if you have 
evaluated the services provided in 
youx* centre □
Please give details. (Please enclose 
any documents you have producod)
c) Please tick tho appropriate boxes to iiuiiculn 
how the services provided in your contro urn 
perceived by those listed below
Yourself
Head of 
Departi mt
>4 a aa o owo o> a o
w
1
S
9
i
W  >4
S p< Hto b
§ 2
St
S
a.
as » o
ss HOS.*o
Aoadomics in 
your Dopt.
Academics In 
other Depta.
Librarian
A .V .  U n i t
Ed. Tech. Unit
Students in
First year
Second year
Third yeax* ;
—  Fourth year 
(if applicable)
□□□□□□□□□□□□□□
]□□□□□□
3[
] [
3C
□ □□□□ □ □□□□ □ □□□□□□□□□□□
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■S. Y0U11SELK
u) rinaao indicate your statue and grade
STATUS GRADE
Aoatloaic
Toclinical
Adainlatrative
Research staff
Other (please 
specify)
)>) Ploaso tick the appropriate boxos to indicate 
ii you are involved in staff development in
Your dopartaont □
Yuiu' i ua tl tut ion □
11' YES, please give details
o) Please tick the appropriate box(s) to 
indicate which tertsa you would use to 
deaoribe the activities in your centre
Syslead engineering 
Systead approach 
Educational teohnology 
Educational innovation 
Educational. tic; s’elopment 
Currioulua development 
Others (ploase specify)
□
□
b. GENERAL
o) la thore any tiling alse you would like to tell us about your oentre (e.g. advantages, disadvantages, 
relatlonaliip with library, units, eto.)
b) Please coassent on the nature of this questionnaire or give detailed coaaents on particular 
quoslions
Thank .you. for jyour oooperation ' . - -.....
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A P P E N D I X  F
CASE STUDY THREE: FORMS
Vith a viev to a good coordination for the provision of resources, please complete this form and 
return it to Mario. (Detailed replies are not essential)
From
1. I have the following materials available 
and these can be either put into the 
Centre or borrowed for copying and 
subsequent return to me (please state 
whioh)
2. X am considering the produotion of the 
following materials
3. Please tiok the box if you do not have any dear plans for the provision of materials but 
nevertheless would like to discuss ways in whioh suitable items might be provided.□
Please use other side of this form to give any comments, suggestions and criticisma.
Thank you for your oooperation.
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FORMAT
AUTHOR OR 
ORIGINATOR
TITLE 
PLACE OF 
PUBLICATION
(book, article, 
computer toft ware, etc)
No OF 
COPIES
(✓) (please irocrt name) I
LONDON OTHER CITY
F  *  A BOOK 
OP READINGS* EDITOR
TITLE OP 
BOOK
F K  A JOURNAL* TITLE OP 
JOURNAL
VOL No ISSUE No
EF COMPUTER 
SOFTWARE*
COMPUTER
DOCUMENTS
COMMENTS
CONTACT
PUBLISHER OR 
PROOUCER
YEAR OP .................. .. W f (2nd, 3rd, etc)
PUBLICATION FIRST EOTTTON OTHER
UDC CLASSBF. 
NUMBER
SUBJECT OR 
DESCRIPTORS
AREA OF WORK ‘ 
M DEPARTMENT
RESTRICTIONS 
ON LOAN
][LOCATION* ROOM No
OPEN ACCESS□ REFERENCE ONLY □ STAFF ONLY□
NOTE ON u>tn*±)
CONTENTS
277
A P P E N D I X  G
SELECTION OF ENTRIES FROM THE 
PRELIMINARY CATALOGUE
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Admin O ffice , D.A.E.
Com piled over the  years 
MAILING LIST 
G uildford
U niversity  of Surrey. Unpublished 
The list includes th e  addresses of WE A Branch 
S ecre ta ries ; Adult Education In s titu tes ; U niversity  
D epartm en ts concerned w ith Adult Education; Univ 
of Surrey H eads of D epartm en ts; D is tr ic t Nursing 
O fficers; and o thers.
16 SE 21 
R eference  only 
A dm inistration  
Folder
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Ahmad K and C o rb e tt G
U ndated
PRON
G uildford
U niversity  of Surrey. Unpublished
To teach  th e  m orphological a rb itra rin ess  of
Russian pronouns.
13 AA 20 
Open access 
CAL
C om puter so ftw are
COMPUTER: FORTRAN IV or VDU
DOCUMENTS: Self docum enting
COMMENTS: CYRILLIC input or ou tpu t availab le .
R equires th e  SIGMA graphics option con to ller
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
A usten 3 
1972
PRIDE AND PREJUDICE
London
Penguin Books
It is probably Jane A usten 's b est loved work and 
certa in ly  one of the  m ost enduringly popular of 
English novels.
11 SE 21 
Open access 
RB 
Book
278
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.:
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Bacon R 
U ndated
RESERV-REMAS-RES READER
Guildford
U niversity  of Surrey. Unpublished 
Suite of th re e  plus one d a ta  file . The exerc ise  
dem onstra tes the  relationship  betw een policy and 
operations of an accom m odation unit.
13 AA 20 
Open access 
CAL
C om puter so ftw are
COMPUTER: BASIC or VDU or PRINTER 
DOCUMENTS: O utpu t, studen t notes 
COMMENTS: User inputs policy decisions which 
can be evaluated  la te r  in a sm all group situa tion
Bentley P 
1978
THE BRONTES AND THEIR WORLD
London
Them es and Hudson Ltd
The book brings deep understanding of th e  s is te rs  
and th e ir  b ro ther Branw ell. A biography.
11 SE 21 
Open access 
RB 
Book
Birchenough M 
1982
KEEPING THE COLLEGE UNDER REVIEW
Educational M anagem ent and A dm inistration
Vo 110 No3 pp 195-202
Longman
This paper describes an experim en t in in s titu tio n a l 
self assessm ent which took p lace in ILEA 
Colleges.
1 SE 20 
Open access 
MSc deg ree  
Journal a r tic le
279
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Brahms
U ndated
VIOLIN CONCERTO IN D MAJOR OP 77 
D.A.E.
D.A.E. Unpublished
C asse tte  tap e  of the  London Symphony O rchestra  
conducted by Jam es Longhan. M aurice Hasson, 
violin. (Recorded from  a disc for research  and 
teaching  purposes).
10 SE 21 
Open access 
RB
Audio visual
Buist G B 
U ndated 
ATOM 
Guildford
U niversity  of Surrey. Unpublished 
Displays shaded contours d iagram s of a tom ic 
o rb ita ls , the  corresponding w avefunctions and 
rad ia l d istribu tion  functions.
13 AA 20 
Open access 
CAL
C om puter so ftw are
COMPUTER: Versions availab le  in BASIC and 
FORTRAN
DOCUMENTS: S tudent and te a c h e r notes. Sample 
ou tpu ts. Program  docum entation
Buist G L
U ndated
MAZVEL
Guildford
U niversity  of Surrey. Unpublished 
A series of program s illu s tra tin g  the  d istribu tion  
speeds and energies of gas m olecules. The 
d istribu tion  of energ ies is d ea lt w ith in tw o as 
well as th ree  dim ensions.
13 AA 20 
Open access 
CAL
C om puter so ftw are  
COMPUTER: BASIC 
DOCUM ENT5:Student notes 
COMMENTS: G raphics package required
280
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
C en tre  for Applied R esearch  in Education 
1982
EVALUATORS AT WORK: R eport o f a  Workshop
Norwich
IFAPLAN
The rep o rt re f le c ts  the  opinions, a ttitu d e s  and 
problem s of a  p a rt of the  workshop and was 
conceived as a re s tr ic te d  working docum ent 
in tended to  s tim u la te  discussion on evaluation .
3 SE 20 
R eference  only 
Young A dults 
Book
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Cooke K, H a tte rsley  3 and Lloyd 3 
UNDATED
30B  SEARCH: A 3ob seeking Aid 
Guildford
U niversity  of Surrey
Booklet designed to  provide youngsters w ith ideas 
and advice for th e ir  job search .
3 SE 20 
R eference  only 
Young A dults 
Book
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Cox M 3 
U ndated 
GPROPS 
Guildford
U niversity  of Surrey. Unpublished 
P roperty  of G aussian d istribu tion . Enables th e  
s tuden t to  study the  p roperties of a G aussian 
d istribu tion  such as probability  levels for 
observations lying outside a se lec ted  range.
13 A A 20 
Open access 
CAL
C om puter so ftw are
COMPUTER: BASIC or COMPUTER or GOC or 
TEKTRONIK
DOCUMENTS: S tudent no tes, sam ple o u tpu t,
listing, te a c h e r 's  notes
COMMENTS: A vailable on Physics NOVA, to  be 
moved to  PRIME
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AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Cox M 3 and Lopez M 3
U ndated
QSHM
Guildford
U niversity  of Surrey. Unpublished
Sim ulation of th e  m ovem ent of a dam ped harm onic
osc illa to r. The user can study th e  dam aged simple
harm onic m otion in te rm s of th e  Q uality  value.
13 AA 20
Open access
CAL
C om puter so ftw are
COMPUTER: BASIC or GRAPHICS or NOVA AND 
PRIME
DOCUMENTS: S tudent guide, te a c h e r 's  notes and 
sam ple output
CONTACT: Dr T H inton, DES
D epartm en t of Adult Education 
1982
MINUTES OF STAFF MEETING OF 3 3UNE 1982
Guildford
U niversity  of Surrey. Unpublished
The Agenda included: Apologies for A bsence,
M inuites of the  la s t M eeting, M atters Arising,
D avid 's R eport, Visiting S taff: fu tu re  p rospects,
R esource C en tre , D epartm en ta l C alendar, R eports
from  In te re s t Groups, and dates  and tim e of nex t
m eeting .
16Se 21 
S ta ff  only 
A dm inistration  
Paper
D epartm en t of Adult Education 
1981
ANNUAL REPORT 1980-81
Guildford
DAE U niversity  of Surrey
The rep o rt provides a  sum m ary of th e  y e a r 's  work
in Adult Education a t  th e  U niversity  of Surrey.
17 SE 21
Open access
A dm inistration
Book
AUTHOR or ORIGINATOR:
YEAR OF PUBLICATION:
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS: 
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER:
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT: •
Edney P 3 
U ndated
THE CONCEPT AND CONSTRUCTION OF THE 
ALGORITHM
RAOC Training C en tre
11 SE 20 
Open access 
HPRP 
Book
Edwards D 
1980
PERSONAL GROWTH THROUGH CO­
COUNSELLING
Rhodes, South A frica
D epartm en t of Psychology, Univ of Rhodes 
The book is in tended to  provide background 
concep ts and a working m anual for those taking 
p a rt in train ing  courses in co-counselling. It 
re la te s  in a thorough way the  theory  and p rac tices  
of counselling and to  the  many prior and cu rren t 
developm ents in th e o re tic a l and p rac tica l 
psychology.
11 SE 20 
Open access 
H PRP 
Book
English Language In s titu te  
1982
COURSES IN ENGLISH FOR ACADEMIC STUDY
Guildford
D epartm en t of L inguistics and Regional S tudies, 
U niversity  of Surrey
Inform ation provided on course sub jec ts , fees  and 
da tes.
17 SE 21 
Open access 
A dm inistration  
L eafle t
AUTHOR or ORIGINATOR:
YEAR OF PUBLICATION:
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS: 
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
European Com m unity Action Program m e 
1982
DIRECTORY OF MATERIAL ORIGINATING FROM 
PILOT PROJECTS
Norwich
IFAPLAN
The d irec to ry  com piles a v a rie ty  of curriculum  
and general inform ation  m ate ria ls  on the many 
aspects  of transition  of young people from  
education  to  working life , which w ere developed 
during th e  European Com m unity A ction 
Program m e pilo t p ro jec ts .
3 SE 20 
R eference  only 
Young A dults 
Book
Gam ble P 
U ndated 
STREX 
Guildford
U niversity  of Surrey. Unpublished 
S tra tegy  exerc ise  involving six hote ls.
13 AA 20 
Open access 
CAL
C om puter so ftw are 
COMPUTER: BASIC or PRINTER 
DOCUMENTS: O utput, s tuden t notes 
COMMENTS: S tudent team  input decision a t  
in terva ls , com puter rea llo ca tes  m arke t shares and 
outputs financial s ta tem en ts .
Gibbons S 
1981
COLD COMFORT FARM
London 
BBC Radio 4
D ram atised  version of th e  novel reco reded  from  
th e  BBC for research  and teach ing  purposes.
11 SE 21 
Open access 
RB
Audio visual
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.:
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS: 
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
G ilbert G N 
U ndated 
DEMOG 
G uildford
U niversity  of Surrey. Unpublished 
D em onstra tes e ffe c ts  of d iffe re n tia l fe r ti lity  and 
m o rta lity  on population through tim e .
13 AA 20 
Open access 
CAL
C om puter so ftw are
COMPUTER: F o rtran  or VDU
DOCUMENTS: Sample output
COMMENTS: Uses seven files containing
population da ta
G laser B G and Strauss A L 
1970
DISCOVERY OF SUBSTANTIVE THEORY: A basic  
s tra te g y  underlying q u a lita tiv e  research
In F ils tead  W J  (ed) Q ualita tive  M ethodology 
pp288-304 Chicago
This paper was developed from  q u a lita tiv e  research
done during a  study of te rm inal ca re  in hospitals.
11 SE 20
Open access
H PR P
C hap ter
G riffin
U ndated
ROCK COLLECTION
G riffin
Set of 50 rock specim ens. 
4 SE 20 
Open access 
RB
Specim en
285
AUTHOR or ORIGINATOR:
YEAR OF PUBLICATION:
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Haigh G 
1981
REGULATIONS FOR PRESENTATION OF THESIS 
or DISSERTATIONS
Guildford
U niveresity  of Surrey 
R egulations concerning 
copyright 
17 SE 21 
Open access 
A dm inistration  
L ea fle t
thesis copies, sty le  and
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
H are R M 
1975
THE LANGUAGE OF MORALS
London
Oxford U niversity  Press
The book se ts  out a  b rie f and readab le  in troduction  
to  e th ics which shall bring the  beginner as d irec tly  
as possible to  grips w ith th e  fundam ental problem s 
of th e  sub ject.
11 SE 21 
Open access 
RB 
Book
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
IN TRANSPERSONAL
Heron J 
1975
PRACTICAL METHODS 
PSYCHOLOGY
Guildford
HPRP, U niversity  of Surrey
The purpose of th is book is to  p resen t a new and 
com prehensive typology of s tra te g ie s  for self 
d irec ted  and voluntary  access to  a lte red  s ta te s  of 
consciousness involving d iffe re n t kinds of 
m ed ita tion . These are  e ith e r in tro v e rted  or 
ex tra v e rted , and are  classed 
concen tra tio n , c rea tiv e
desiden tification  and voluntarism .
11 SE 20 
R eference  only 
HPRP 
Book
as w itnessing, 
p a rtic ip a tio n ,
286
AUTHOR or ORIGINATOR:
YEAR OF PUBLICATION:
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER:
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
Jenks C L, Murphy C J  and Simms D 
1978
EXPERIENCE BASED LEARNING AND THE 
FACILITATIVE ROLE OF TEACHERS
Far West L aborato ry  for educational research  and 
developm ent
This guide p resen ts some ways to  im prove the  
learning process a t  secondary and post secondary 
in stitu tions. Specifically  it deals w ith tw o re la ted  
issues: various kinds of experien tia l learning
a c tiv itie s  and the  role of the  te a c h e r .
11 SE 20 
Open access 
H PRP 
Book
Jo in t Board of C linical Nursing Studies 
1977
THE RESEARCH OBJECTIVES IN JOINT BOARD 
COURSES
London
Jo in t Board of C linical Nursing Studies 
The Jo in t Board has produced th is in troducto ry  
guide to  th e  research  objectives in th e  outlined 
cu rricu la  to  enable course te ach ers  to  gain m ore 
knowledge and understading of th e  sub jec t.
11 SE 20 
Open access 
H PRP 
Book
Kelly A 
1981
REPORT OF THE VICE-CHANCELLOR FOR THE 
SESSION 1980-81
Guildford
U niversity  of Surrey
The rep o rt provides a  sum m ary of th e  y ea r 's  work 
a t  the  U niversity  of Surrey.
17 SE 21 
Open access 
A dm inistration  
Book
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AUTHOR or ORIGINATOR:
YEAR OF PUBLICATION:
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE-ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
PLACE OF PUBLICAT.: 
PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
LOCATION:
LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
K ilty 3 M 
1976
AN EVALUATION OF THE COURSE FOR 
TEACHERS IN GENERAL DENTAL PRACTICE
Guildford
U niversity of Surrey
The course aim ed a t  developing teach ing  skills and 
in p a rticu la r those required in leading group 
discussions and sem inars. Some of th e  re p o rt 's  
conclusions w ere th a t the  c red ib ility  of te ach e r 
education in th e  professions is growing slowly and 
th a t if den tis ts  a re  d issatisfied  w ith th e  way th e ir  
profession is going, then now is tim e they  m ust 
work in th e  field  of education to  ensure a h ea lth ie r 
fu tu re  both for th e  profession and th e ir p a tien ts . 
11 SE 20 
Open access 
HPRP 
Book
Lee V H 
U ndated 
OSCILL 
G uildford
U niversity  of Surrey. Unpublished
The f irs t program  allows studen ts to  investig a te
properties of harm onic and anharm onic models for
d iffe ren t m olecules. The second program
dem onstra tes  the  relationship  betw een tran sitio n
of e lec trons betw een  energy levels and in ten sity .
13 AA 20
Open access
CAL
C om puter so ftw are
COMPUTER: BASIC or COMPUTEC 300 
DOCUMENTS: S tudent notes, sam ple ou tpu t,
progran . : ting
COMMENTS: Available on NOVA 
CONTACT: Dr T H inton, DES
M artel S (ed)
1981
SUPERVISION AND TEAM SUPPORT
London
N ational Council for Voluntary Work 
This is th e  th ird  book in a  series about social work 
p rac tice  in Fam ily Service U nits. In th is  book, 
the supervision and team  support essen tia l fo r all 
the  U nits ' work is considered.
11 SE 20 
Open access 
HPRP 
Book
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Moon T 
U ndated 
FSER 
G uildford
U niversity  of Surrey. Unpublished 
Fourier Series. Allows studen ts to  investig a te  the  
individual te rm s or sum of te rm s of th e  Fourier 
Series of four se t functions.
13 AA 20 
Open access 
CAL
C om puter so ftw are 
COMPUTER: BASIC or COMPUTER 
DOCUMMENTS: S tudent no tes, te a c h e r ’s guide, 
program  listing and sam ple ou tpu t 
COMMENTS: Available on NOVA and PRIME. 
CONTACT: Dr T Hinton DES
NBS M icroslides 
U ndated
ROCK SECTIONS METAPHORMIC
NSB M icroslides
Set of tw elve m icroslides.
4 SE 20 
Open access 
RB
Specim en
O ’C asey S 
1958
THE SHADOW OF A GUNMAN: A T ragedy
London
Sam uel French
Play: A tragedy  in two ac ts .
10 SE 21 
Open access 
RB 
Book
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Owen D F 
1974
WHAT IS ECOLOGY ?
London
O xford U niversity  Press
The book considers man as a p a r t of n a tu re  and 
explains how ecology a ffe c ts  us, and our supplies 
of food, oil and o the r raw m ateria ls .
11 SE 21 
Open access 
RB 
Book
O xford A, Spragg D and Swain G 
1981
KNOWING'S NOT ENOUGH
L eiceste r
N ational Youth Bureau
Five case studies of a  social education  approach 
in the  Youth O portunity  Program m e and addressed 
to  people responsible for education  w ithin the  
Youth O portunity  Program m e.
3 SE 20 
R eference  only 
Young Adults 
Book
Peris F, H efferline and Goodman P 
1951
GESTALT THERAPY: E xcitem en t and G row th in 
th e  Human Personality
New York
Dell Publishing Co Inc
The book a tte m p ts  to  lay the  foundations for th e  
full application  of G estaltism  in psychotherapy as 
th e  only theory  th a t adequately  and co n sisten tly  
covers both norm al and abnorm al psychology.
11 SE 20 
Open access 
H PRP 
Book
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Ravel or Debussy 
1978
BOLERO or LA MER
H ayes, England 
EMI R ecords Ltd
Q uadraphonic recording of th e  Berlin Philarm onic 
O rchestra  conducted by H elbert Von K arajan.
10 SE 21 
Open access 
RB
Audio visual
Readings from  Scien tific  A m erican 
1971
ALTERED STATES OF AWARENESS
San F rancisco 
W H F reem an & Co
The purpose of this short read e r is to  provide the  
s tuden t of behaviour with some insight into several 
s ta te s  of aw areness th a t a re  d is tin c t from  the  
norm al s ta te  of a le r t.
11 SE 20 
Open access 
HPRP 
Book
R egistry
1974
NOTES FOR THE GUIDANCE OF RESEARCH 
STUDENTS
G uildford
U niversity of Surrey
The notes provide guidance for adm ission, 
reg is tra tio n , appoin tm ent of supervisors, 
responsibilities of research  s tuden ts  and
exam inations.
17 SE 21 
Open access 
A dm inistration  
L eafle t
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Scubert F ranz 
U ndated
SYMPHONY NUMBER FIVE D485
London
E nrnst Eulenbeurg Ltd
Synphony com posed in 1816 and is scored for an 
o rch es tra  unusually sm all.
11 SE 21 
Open access 
RB 
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AUTHOR or ORIGINATOR: 
YEAR OF PUBLICATION: 
TITLE:
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PUBLISHER or PRODUCER: 
NOTE ON CONTENTS:
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LOAN RESTRICTIONS: 
WORK IN DEPARTMENT: 
FORMAT:
U niversity  of Surrey 
1982
GAZETTE 352 1st April 1982
Guildford
U niversity of Surrey
R eports on th e  m inutes of th e  Buildings
E sta tes  C om m ittee  m eeting of 17 Feb 1982
17 SE 21
Open access
A dm inistration
N ew slette r
and
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Vroom V H and Deci E L (eds)
1970
MANAGEMENT AND MOTIVATION
London
Penguin Books
This book brings to g e th e r papers which rep resen t 
the  main work being done in the  study of 
m otivation .
19 SE 21 
Open access 
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Welbers G 
1982
THE EC PILOT PROJECTS AND THEIR 
SIGNIFICANCE
Norwich
IFAPLAN
The paper gives general inform ation  about a 
com prehensive in itia tiv e  in the  field of education , 
which, in many resp ec ts , appears to  be a  m ile­
stone for the  developm ent of co -operation  and 
in te rac tiv e  learning w ithin th e  European 
Com m unity and betw een M ember S ta te s .
3 SE 20 
R eferen ce  only 
Young Adults 
Book
Youth Work U nit 
1981
ENFRANCHISEMENT: YOUNG PEOPLE AND THE 
LAW
London
N ational Youth Bureau
The inform ation  pack is addressed to  full and p a r t 
tim e youth w orkers who aim to  p rep are  young 
people to  deal w ith the  issues they  will inevitab ly  
face  during tran sitio n  from  childhood to  adulthood. 
3 SE 20 
R eference only 
Young A dults 
Book
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SUBSCRIPTIONS IN D.A.E.
NAME OF PUBLICATION
B.P.M .F. Publications 
Education A uthorities D irecto ry  
Education Policy Bulletin 
F .R .E .E .
N.I.A.E.
New L ite ra tu re  on Old Age 
New Society
Nursing R esearch  A bstracts 
Nursing Times 
Surrey A dvertiser 
T.H.E.S.
Technical Education A bstracts 
Technology Week 
U .C .A .C .E .
Which D egree
RECIPIENT
F Sykes 
D ept S ecre tary  
A Colem an 
B B uttle
D ept S ecre tary  and A Chadwick
David Simmonds
Room 9 SE 21
S Gibson
S Gibson
Room 9 SE 21
Room 9 SE 21
D Jam es
M Good fellow
A Chadw ick
M Goodfellow
29^
D.A.E. SUBSCRIPTIONS TO ASSOCIATIONS
ORGANISATION RECIPIENT
Adult Ed. Assn of U.S.A. A Chadw ick
A ssociation for th e  teach ing  of psychology D JAm es
Educational C en tres A ssociation A Chadwick
L.A .C .E. or A.R.E I Jones
N.I.A.E. European Bureau of Ad. Ed. A Chadwick
N ational Museum of Labour H istory A Chadwick
P re -R e tirem e n t A ssociation B B uttle
S.C .R .U .T.E .A . A Chadwick
S.R .E.C .A .
S.R.H .E. D Jam es
Society of Industrial Tutors J Fisher
Southern Region Trade Union Inform ation J F isher
Surrey T rust for N ature C onservation J Hobrough
A ssociation of H um anistic Psychology J K ilty
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I.E.D. JOURNAL SUBSCRIPTIONS
A m erican Educational R esearch Association Journal 
Aids, C om m unication and E lectronics
A.S.T.D. N ew sle tte r (Loughborough)
B.A.C.I.E. Journal
British Journal of Educational Studies
Bulletin of Educational R esearch  (N ew castle Polytechnic)
C om puters in th e  Curriculum
C om puters in Schools
C .O .R .E . (m icroform  only)
Education Policy Bulletin 
E ducational Com puting 
Educational R esearcher (A.E.R.A.)
Evaluation N ew sle tte r (S.R.H.E.)
H .E.R.D.S.A . News (A ustralia)
Higher Education A bstracts (Kington Polytechnic) 
Learning R esources Bulletin (Middlesex Polytechnic) 
Pipeline (U.S.A.)
P .L .E.T.
P rac tica l Com puting
Review of Educational R esearch
S.R.H.E. A bstracts
Studies in H igher Education
Teaching and Learning N ew slette r (Swansea)
Teaching News (Birmingham)
Technical and V ocational Education (U .N.E.S.C.O.)
T ren t Poly technic Bulletin 
U niversity  Education Bulletin (Canada)
U niversity  T eacher (Tasmania)
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I.E .D . SUBJECT LIST
A dult Education 374
A ssessm ent 378.146
see  also Evaluation Techniques 37.012 
Audiovisual aids 371.68
see also C om puter aids 371.39
Biological Sciences 570.579
CAL 371.39
C hem istry  540 
Classroom  in te rac tio n  371.32
C om m unication theory  007
see also Library techniques 02 
C om puter aids 371.39
Counselling 378.048 
C urriculum  371.214
D egree Courses 378.046
D isadvantaged studen ts 376
D istance learning 371.312
Econom ics 330 
Education370-377
H igher education 378
E ducational ob jectives 37.01 and 378.01
E ducational Planning 37.014
Educational Policy 37.014
Educational Psychology 37.015
Em ploym ent opportunities 37.048.4
Engineering 620
Evaluation of teach ers  371.136
Evaluation techniques 37.012
Exam inations 371.27 
E xperien tia l learning 371.313
Finance 37.014 
F u rth er education  374
Gam es and Sim ulations 371.69
Group instruc tion  371.311.4
Higher education  378
A ccom m odation 378.16
A dm inistration 378.1
Counselling 378.048
D egree courses 378.046
D egrees 378.2
O bjectives 378.01
P erfo rm ance 378.146
Students 378.18
Teaching m ethods 378.147
see also teaching m ethods 371.3
Im m igrant children 376.7 
Individualised instruction  371.311.1 
Inform ation re triev a l 007
K eller plan 371.311.1
Laboratory  work 371.388
Language 372.4
L ecturing 371.331
Libraries 02
see also com m unication theory  007 
R esearch procedures 001.8 
L ite racy  372.4
M athem atics 510
M edicine 610 
M icroteaching 371.146 
Middle school 373.33 
Models 371.69
N um eracy 372.4 
N ursery education 373.2
O bjective testing  371.27
P erfo rm ance 378.146 and 371.263 
see also evaluation 37.012 
Personalised System of Instruction  371.31 l . l - \~ ;  
Physics 530
P o litica l science 320 
P oly technics 377
P ostg raduate  studen ts 378.046
Program m ed instruction  371.311.7
P ro jec ts  371.314.6 
Psychology 37.015
R esearch  m ethods 001.8
see also inform ation re tr ie v a l 007
libraries 002
R esources 371.6
Secondary education 373.3 
Sem inars 371.334
Science 500
Sim ulation 371.69
Sixth form  373.58
Social sciences 301
S taff developm ent 371.14 
S tudents 378.18
Study skills 001.8
Subject teaching  and courses 372.8
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Education 372.837 
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English language 372.4
M athem atics 372.851 
Physics 372.853 
Science 372.85 
Technology 372.862
(for ac tu a l tex tbooks see under specific  subjects, 
e.g . M athem atics 510, Physics 530)
T eachers and te ach e r train ing 371.13
see also s ta f f  developm ent 371.14 
T eacher evaluation  371.136 
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Groups 371.311.4 
Individualised 371.311.1
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Program m ed 371.315.7
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Tests 371.27
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300
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V ocational train ing  377
Youth work 374.3
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